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INTRODUCTION

This.volume contains nineteen of the papers presented at the

second annual Transmountain/Far West Regional bonference of the

International-Reading'Associaéion held in Viq}oria, B.C.

are scholars and teachers concerned with various aspects

The authors

They explore topics that range from evaluation of reading programs to

P

procedures and. methods used to teach readimg.

w

°

The reading conference from which these papers were taken was

the'largest fegional reading conference’ in North America im 1973 with

<

2,500 people attending. We thank you, readers, who attended the conference

and welcome you and others who did not come to a careful and reflective

reading ¢f these papers.

4

You will find it to be.a rewarding experience.

.

L,

A special thank you is given to the editors of q‘is collection of

papers: Dr. Edward G. Summers, Dr. John Downing and Mr. Paul J. Viel.
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CHILDREN'S VIEWS OF LANGUAGE

3

John Downing

University of Victoria

THE LANGUAGE/THOUGHT PARADOX

L

The two most important scientific¢ investigations of children's
a -

s

- thought and language have been without doubt those made respectively
by Jean Piagets, and Lev Vygotskya - Their conclusions are essentially

" qomplementary and support each other although the former condicted his

research on children in Geneva while the latter's subjects were

2

Russian Bbys and girls. In a previous article I have reviewed 'American’
‘ H

and British research on children's thinking which Jeads also to

essentially the same conclusions (Dowﬂing; 2). All these findings

present the teacher with a paradoxical problem of great importance in

]

the teaching of language skill..

>

Piaéet's (7) finding in his original study was:

"Verbal forms always evolve more slowly than
actual understanding."

In other words, the natural learning process of child development is
for the child to understand an idea first before he can describe it in
language. Recently, with the assistance of his colleague Barbel
Inhelder, ziaget (8) has reviewed and summed up the whole of'his life-
time of research on child psychology, and in this 1atgst book he makes

the following important statement:




N X .

"Language does not constitute the source of logic
but is, on the contraty, structured by it."

For example, in learning to read,.when a child hag understood the logic
of how vowel letter pairs usually operate in English spelling, he
might then be able to express his discovery ‘verbally as follows:

. P . >
"when two vowel letters come next to each other, usually it's the first

>

one that tells you what the sound is." ’ .
' N

But, all Yoo often the formal teaching of synthetic phonics

attempts to reverse nature by making children learn by rote such verbal

>

/
formulae as: '"When two vowels go walking together the first one does

the’ talking', before they have understood the basic logic. o
bJ‘ °

Vygotsky's (10) observations of children's thought and language

-

led him to warn teachers about the futility of such reversals of the

[N

natural process:

"Direct teaching of concepts is impossible and -
fruitless. A teacher who tries to do this Lo
usually accomplishezxngphing but ‘empty verbalism,
a.parrot-like repetition_ of words by the child,

simulating a knowledge of the corresponding-"

concepts but actually covering up a vacuum.'".

Thus what teachers believe they are teaching and what their children

actually are learning may be two very different things. This lack of
tcommunication is bound to exist in sc;ools where teachers ignore the

child's natural way of learning concepts and the language ;elated to

them. But let us asgume that all of us here~today wish to avoid this
wasteful-pedagogical error. If so we need to inquire pow is it

possible to’ make a child-centered approach to the learning of language

skills when teaching through language 1s fraught with the danger of

merely "covering up a vacuum"? Are we to teach language without language?

H




‘~5,'0f course not.

v a *

Vygotsky condemns not all teacﬁing through

v,

language, but only those language formulae for concepts wﬁich children

1 .
have not yet understood.

problem.

However, this does’not entirely resolve the

Supposing the concept is to do with language itself+ '
. , 7]

+

Supposing the child does not yet undérs;aqd this concept about language.

4

How can the teacher help the child to develop the language concept

without using language? : ‘

., i -
.

but it is muéh

w:
&

All this may sound terribly confusing to you,

worse for the child trying td sort out the*problem when the teacher has .

‘not sorted it out in his own mind. ) B ’

L)

The vital distinction we must make is between two possible ways of
preseniing information about language to children:

(1) We can give éhildren experiences of language-about-language.
-~ .

or (2) We-can glve them experiences of 1ahguage itself.

"When two vowels g0 walking...." is language-about-language which results
in worse than -the vacuum described by Vygotsky. As I haveKShéwn in
another‘articlé (Downing, 3) this language-about-language approach is

the type of experience which causes children to learn that reaging and

writing are meaqingleés rituals to be performed only to please adults.

%

LANGUAGE(EXPERIENCE AND THE DEVELOPMENT OF CHILDREN'S CONCEPTS' OF LANGUAGE

If children are to understand the nature of language and the logic
of its relationship to the written form, experiences of teachers'
For this purpose we need

language-about-language 1is worse than useless.

to give ct.ilgren instead geruine real-life experiences of language

.
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|

P . ' : <
“.itself, for as Piaget’has dempnstrated-in connection with the child's

by .

-+ - -~

development of thought 4n respect of mathematics for instance, under-~
. ‘ - —

standing ,of the conceﬁts inVolved depends on his actions with concretef
- . .

examples. Learning to read and write, with.its attendant understanding.

of the several linguistid concepts involved, isljust as much a problem-
sdlving‘task as mathematical 1earniﬁgﬂ But, strangély, educators . .
seldom seem t§ recognize that learning to readiconstitutes a set

of problems to be solved by the chiid, althoggh they readily admit this

\ .
is the case in the child's learning of mathematics. Perhaps, 1iteracy

* .

seems to adults to be merely a simple extensign of oral 1anguége; e ’ Q}

whereas numeracy appears .to be a speéial subject’ separate from previous .

experience in action or language. - ' ,
. {

Actually, -for the schdol béginner both literacy and numeracy are *
equally related to his previous experience’in action and in languagé. <

There are many logical similarities between the learning of literacy
¢
and learning mathematics. For example, both involve codes. Moreover ‘
]

in both cases .a double ‘code is involved. In math we use words like

1] ‘v
"one", "two", "half", "twice", etc. which themselves constitute as .
J
b4 .
abstract code for more concrete entities. This is the primary code.

- é

Then the child must relate this to a secondary written code with
symbols sudh as "1", "2“,’"1/2", "2x", etc. Recognition of such steps
has revolutionised math teaching in recent years by giving priority to

schildren's conceptual learning instead of the rote learning of verbal

formulae - whether spoken or written.




But tﬂé samé principle applies with at least edual strength in
learning to read ‘and write. All our spokar language is a primary code
for representing concepts abstracted from the experieqce gf realfty.

. Written langhage is a ;ecodd;ry code of visual symbols for the primary

code of speech. Therefore, the priority in this field, too, must be
¢ ' .
given-to children's learning of the concepts of literacy instead of the

. .
rote .learning of spoken or written verbal formulaeds*

e

-

- WHAT IS '"DECODING"? - '
. ;

This is the grave error of those approaches to reading instruction
which have been mis-named "code oriented" methods. The tempt to

teach children to decode before they understand the cdncep .of a code
, . ~ -

and the other concepts involved in the decoding.and encéding processes./
kY

/
/
/

. 'My research over the past four years has discovered clear evidence

/
that normal beginners do not understand the basic concept of written

symbolization either in the special area of math or in language in

Yo

.general. They have no notion of a code in which one thing can represent

something else. Therefore, the child has a much more difficult task

M than simply learning to decode writing to speech or to encode speech

into written symbols. He must solve the problem of what is a code and

what are all these aspects of the code which the adults talk about as 'if

" they were self-evident, e.g. "word", "sound", "letter", "number",

-

¢ "red‘!&g", "wri%ing". ‘(For research evidence see Downing, 5).

-4




Faced with the problem of relatirng adult talk to the sampleé of

writter language related to it, the young child tries to guess what
people mean by these terms. He develops hunches and tries them cut to *®
see if they work. By a series of intellectual trial and error attempts

-

and with appropriate experiential feedbagk he arrives closer and closer

to the generally accepted concept. (Downing, 6). . t

Qe

These research studies have led me to propose a "ecognitive clarity
theory of reading" (Downing, 4) which postulates that "the learning-to-
read process" consists "in a series of sqlutions to the sub-problems

-which constitute the total complex problem of finding out how to read....

As the child's attempted solutions approximate more and more closely to

cthe reality of each aspect of the reading process, so he will achieve ‘

[§

more and more cognitivé clarity. The best measure of a child's progress

in solving the 1eé}ning-to-read problem, therefore, should be his degree
of understanding of the nature of the task. Thus.cognitive clarity
will be correlated mostiﬁ}ghly with reading success, while failure in

reading will have as its chief symptom cognitive confusion."

v

DEVELOPING COGNITIVE CLARITY

As we have seen above, giving children verbal_formulae at best does

no more than conceal a vacuum in the child's understanding, because this
o b) Yo .

,usually amounts to nothing more than language-about-language. What the

“
child needs“to help him solve these problems is numerous concrete

examples of the concepts to be 1earn¢d. For this purpose, the 1anguége
A
experience approach is t?e most valuable technique available to reading

teachers. ’




The%first and most important language concept the child must
develop is that of the pu purposes of the written form of language. As

Vygotsky s research showed, the young beginner starts with 'only a

vague idea of its usefulnese.' The various methods encompasqﬁd by the

1anguage experience approach all provide children with concrete

-
-

demonstrations of the communicative and expressive purposes 1

language. Probably, the most important of all are his own expeciences

as an author. Through these he canperceive\cleprly why an author writes

\
\

and why a reader reads. When a reader or a writer shares his activity
with a beginner this, is another excellent source of experiences of the

purposes of literacy.

Similarly, the language experieénce approach provides the hest

opportunities for developing specific concepts of literacy, e.g.

"senteace", "word", '"writing", etc. ' If the teacher is aware of the
child's problems in developing these concepts be will be carerul to uge
such terms clearly andaconsistently in his incidental conversations
accompanying the writing activities of the language-experience approaeh.‘

For example,, such”a teacher will take care to see that the spaces between
o :

the words on the written charts clearly mark the boufdaries between word

¢

units, and when he writes he can talk-about "this word" and "now the
. £

-
«

next word" etc., ag he writes them. This will seem quite natural

4

to the child of this age who is still at the egocentric stage in which

such "collective monologues" (cf. Piaget) are a normal accompaniment to

o
3

actions such as writing.

There should also be activities with the spoken language alon. which

will help children to deVelop these 1inguistic concepts. Children should

-
[y

- 7 - o J

. L3




174

understand such concepts as "spoken word" and ''phoneme", for example,
. 0

before they learn how to code them in writing. It is of little value
fér a child to learn the written code symbol for something which
doesn't really - 1 hi, own mind. Indeed it will hamper the child's

development of 1.e cuncept of a code if the code symbols taught repre-

sent nothing in his view of reality. This is thes case where fgfmai

-

r
phonics teachers say, for instance, that "the letters ta’say 'ta'

and the child has no concept of: (1) a phoneme; (2) the p;rticular

phonemes /t/ and /a/; (3) letters.

. EXTENSION OF THIS PRINCIPLE

.

In this paper I have focussed chiefly on the conceptual problems
of the very young heginner, but obviously the principle of beginning
from the child's own level of developmen& in language and thought must

|

be extended to all other aspects’ of language teaching; vocabulary,

grammar, etc. - all should be based on this same principle.

-

For example, Amy Brown, John Sceats and I in our new book,

Words Children Want to Use (1) have shown hcw primary dictionaries may
be constructed from the child's view of language instead of that of

adults. Our develobmental resea;ch in Britain and North American
3
has shown that this is a practicidl proposition gince it has resulted in

a series of dictionaries based on children's choice of vocabulary and

~

the way that they definc the words selected 9.
\ : .

With William Shakespeare as our guide, perhaps our language-

experience motto should be:

*




Suit the action to the word, the word to the action;
with this special observance, that you o'erstep not
the modesty of rature.

v v

L i

. , 1)
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EARLY. READING FROM A BIOLOGICAL PERSPECTIVE ¢

?W Ragan Callaway, Jr.
o - 2

The Ontario Institute for Studies in Education
and
University of Toronto

One of the most intriguing phenomena jn education today is the
increasingly large number of children who are learning to read early.
Many children are entering our public schools as good readers, some having .
learned as e%rly as two years of age. Every generation produces a few
early readers, but it aﬁpears that there are more now than at any time in
history. '

This statement is highlighted for me by a specific {eaction from
one of my professors in the late fifties. This professor, who had earned
his Ph.D. at the University of Chicaéo with William S. Gray, was a well-
known authorit} on readihg, having written a number of textbooks on the
subject. During a class discussion on readlng, I asked him how he would
rationalize demonstrated readlng competence in a three-year-old child.
He answered thgt in his thirty fyears of professional experience he had
never actually seen a child younger than five who could read. He then
added with some intensity that he had once seen a picture of a four-year-old
boy reading the Chicago Tribﬁhe, and that although he was not ablé to follow

. up the case, he was Eeitain of one thing: "If that child continued to read

the Chicago Tribune until he was six, he did not have eyes to read with
when he went to school.

Perhaps we see what we expect to see, but it déesdééem reasonable\ .
to assume that there were fewer earlj read%r% in the years between 1929
and 1959 than there afe now. In any case, since 1959 [ have personally
observed scores of children under five who could read fluently, including

-at least a dozen who were not yet three years of age.

-~




Psychologically there is a very good reason why early readers tend
to be overlookéd: early reading is theoretically inadmissable. Within
current‘theorepical frameworks it is difficult to account for reading at
four, and quite impossible at, age two. The difficulty inﬂpres in:the.
fact that conventi®nal general process theories of learning depend upon
general intelligence‘as‘the*exclusive source of mental ability.‘ This
difficulty, though real enough in its effects, is based on a false
,supposition, as general inielligence alone cannbt possibly account for
numeroﬁs mental abilities observed in animals and man. We have been so
intent on constructing one general §heory of learning that we Thaye
resolutelyrignored any evidence that learning is not equipotential. The
equipotentiality a§sumption, which is an integral part of all established .
learning %heory whether it be behavioristic or cognitive, holds that-all
learning is carried out by the same kind of mental pfpcesses. This
assumption quite obviously makes any act of Jearning éssentially like
any other.act of learning. The processes learning th§0r1§is are
concerned with, then, are the processes that constitute géneral intelligence.

]

‘Ethologists {biologists who study animal behavior) have consistently
and with all desirable clarity set forth irrefutable evidence that the .
_equipotentiality assuébtion is invalid.- All animals are éhp?blé of ’
performﬂ;g "mental" tasks too complex to be explained in ter.s of the
géngraf intelligence charactefi§tic of their partitéular species, and man,
it must be emphasized, is no exception to this rule. Man's precocious
gapabilities in form perception and langhage, among others, cannot be

explained within the framework of equipotential learning theory. That

r © - . .
is, they cannot be explained in terms of general intelligence defined as

-

IQ level or meptal age.

The purpose of this piper is to show how biological research may
be utilized to promote an understanding of early reading as well as )
- other aspects of early learnirg. Biologists have much to offer in
this respect because they not only have substantiated the existence of
capabilities that are essentially independent of general intelligencé,

but they also have generated, through concurrent investigation in several




sub-fields, a cr;&ible rationale for the' timing and development of these
gpecial capabilities in ontogenesis. The point at issue.is the necessity
and nature of special capabilities that do not depend upon the processes
of géneral maturation for ticir initiation and development.  Only recently
, have we begun to recognize that such capabilities exist, and there are
* very few books in the fields of education and psychology that deal
explicitly with this problem. Probthy the best 1s the excellent work
by Seligman and Hager (1972). However, the problem is many-faceted, and
some facets aé recognized by ethologists, as well as others implicit in .
the findings of modern genetics and brain research, are not treated in ™~

J

this very importént book.

To recapitulate: (1) many children between the ages of two and

-five are learning to read; ({2) this tends to be overlooked because equ1-
- potential learning theory, dependlng exc1u51ve1y on general 1nte11 ence,
cannot plausibly account for reading durlng these years; (3) no established .
alternatlve theory is available in education and psychology at the present
time, although a move has been made in this directien; -(4) ethologists
¢ for many years have demonstrated clearly that man and all animals have
abilities that are quite indeperident of general intelligence.
; .

I became interested in early learning in 1958 when my first child
learned to read at the age of 2 years and 8 months. There was nothing
unusual or elaborate about fhe methodology used.  He was simply exposed a
to letters, words, sentéqces, paragraphs, and stories in a variety of ways,
in various casual settings. My "method'" consisted mainly in closely
»observing his‘reactioné to my presentations and adjusting as needed.

Methodology may well be more important for the five and six-year-old

than it is for the two, three, and four-year-old. There is a distinct
* possibility that the older chiid must consciously and deliberately
. * process many tasks having to do with learning to read that the younger Y

child, in response to appropriaterstimulation, processes(mnaturally",
without effort, below the level of awareﬁess. Although unthinkable
within existing theoretical frameworks, the above possibility is a
rational, thoroughly legitimate hypofhesis when one considers the’

empirical data in the light of ethologicdl and linguistic research.




The details of methodology are relatively unimportant, in my opinion,
when compared to the theoretical inadequacies which unmecessarily
hinder current research on early reading, and they will be omitted in

the following account. ) ) .,

v
2

Like most parents of very ecarly readers, I had deliberately set
. out to teach my child how to read. Although it is more fashlonable to
perpetuéte the double myth that most early readers do and should learn
to read spontaneously, the vast majority of individuals who learned to
read early, at least among those for whom we have adequate records, did
so because they were deliberately taught this skill (Cox, 1926; “Goertzel
§ Goertzel, 1962). >

]

I presented the first three letters of the alphabet to my son one

2

night when he was 23 months old and was delighted afien he recognized
them the next day. " Knowing the names of all the letters ‘within a.month,
~ I began presenting individual words to him. During the period between

~ 2 years 0 months and 2 years 8 months he learned about 200 words and

3

acquired a rudimentary knowledge of phonics. At this time he suddenly
discovered 'how to read sentences" and on his own 1n1t1at1ve began reading
51mp1e trade books. At this age he was able to successfully attack most
new words that he encountered. By the age of 2 years 8 months he also
had developed an insatiable appetite for having stories read to him. I
became curious about how long he would listen to me read without losing

- interest, so 1 dec1ded to read to him as usual one night but to continue .
as long as he showed interest. I placed a large number of his favorite
books beside the bed and began reading to him at about nipe o'clock.
Unfortunately, my staying power was not equal to his, and when my voice
began to crack about -two a.m. I was forced to stop. His eyes were as
wide open and alert when I closed the last book as they were when we had -
started five hours carlier. To underscore the fact that he was ready

for more, he.softly cried in protest before drifting off to sleep.

The next four months were not only extremely exciting and rewarding
for my son,‘but were also the most crucial four months in my own professionai

experience.  Although physically active and robust, he spontancously




read an average of four to five hcurs per day adding 600 new words to his
recognition vocébulary. Ey thc age of 3 years 0 months he had a recognition
vocabulary of 800 words and tested at the third.grade level on several

standardized reading tests. , ¢

Could general intelligencé, produced gradually by the brocesses of
> general maturation, account for this behavior? What level of IQ would
be necessary? Simple calculations based on equipotential'learniﬁg theory
and the structure of intelligence testSnrequife an IQ far in excess of 200.
Taking into accourt that my son would have needed an IQ of 2U0 at-age three
to be equal in general intelligence to aﬁ‘average child of six, and
remgmberingvthai he was reading at the level of an average eight-year-old,

the inadequacies of current iearning theory. can readily be seén. Obviously |

an abiligy factor is operating here in addition to general intelligence,

but established theory, beinéqshackled with the cquipotentiality premise, *
is powerless Eo’cope with it in any relevant way. Alternative eiblanations
such as high motivation, parental pressure; improved methodology, pérsonality
factors, behavior mo&ification and stimulating environment are oftcn put

"~ forward to explain such,precocious behavior, but these are specious .
solutions. HQuQver 1mportant these factors may be in other contexts, they
neither confront nor ratlbnallze away the théoretical difficulties mentioned
above. The problem remaining is that .of specialized capacity. Equ;potentlal
Jzarning theory based on the concept of general intelligénce can offer no
credible rationale for.the capacity demonstrated in the precocious behavior
of my son’and the thousands of other children who learn to read very early.

The processes of general maturation, however well they may be accelerated .

by environment manipulation, develop much too slowly to account for this

kind of behavior.

- While general intelligence clearly could not be the source of inany
skills demonstrated by the fluent reader of two, it is obviously affected

_ by the exercise of these special skills. This fact, when seen in terms
\éf\its biological basis and its general educational implications,
provides a provocative, well-grounded rationale for experimentaf"reséhrch

Cgiﬁ early readlng with all IQ levels. By ut11121ng the special genetlc

. 1nformat10n wh}ch facilitates early reading, we may concomltantly

St . -
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increase general intelligence. The key to realizing this possibility,
however, lies in recognizing that the special facilitation we are alluding
to comes, as we shall see, in the form of two'overlapping sensitive periods

-- for form perception and for language acquisition.
L)

* Having said much about the impotence of the equipotentiality preﬁise,
along with its negessary reliance on general intelligence, in accounting.
for early reading, more evidence must be given from the science of ethology
concern.ag its utter lack of credibility. A major tenet of ethology is_
.that every animal possesses specific capabilities that are characteristic
of its own particular species. Sometimes these capabilities are almost ,
completely built-in; at other times specific kinds of environmental input
is ‘essential for appropriate activation of the innate genetic program.

In both instances .he ethologist is speaking of highly specialized

genetic information that has been incbrporaied into the genetic masterplan.
There is a popular misconcepﬁfon that specific genetic factors must operate
independently of environment input or they are not "really" built-in. -
This is as erroneous, according-to ethological research, as the related
belief that®if learning‘is involved, sppcific innate factors cannot be
operating: * The point is that specialized genetic information works-iﬂ

" many ways, the parameters of which must be determined empirically for

each individual case and for each species. Ethologists have thoroughly
studied many. examples of behavior that arc csse nt?allv determined by
specialized genetic information alone, and many other examples where

the genetic information i completcly derendent on Spec1f1c environmental
input, often during sensitive periods in development. Where environment
input is nece$sary, it is important‘to remember that nature appeats to
have devised an almost endless variety of mechanisms for the purpese of
guiding the behavior and learning of living organisms. It must also be
kept in mind that when the genetic information facilitates learning in

any spec1f1c way (i.e. ,othcr than through general maturation) we are

dealing with phenomena that are by definition not equipotential.

Many specialized abilities and forms of knowledge in animals are

exceedingly complex and can only be acquired with difficulty, if at all,

4




by man. This fact alone obviates the equipdtentiality assumption, since
nature has undeniably provided a ''short-cut" to knowledge by furnishing
specialifed genetic information to the organism. In other words, while
the demomrstrated ability is often intrinsically complex, the animals
concerned ''learn' and exercise the ability easily and ''naturally". . For

. example, some bi}ds fly to distant places by celestial navigation.
Characteristically, some species apparently need input from certain star
configurations aver a period of‘time‘before they manifest this ability
(Emlen, 1970), while others need no previous exposure to the night sky
before displaying this ability in- full-blown form (Sauer, 1958). In
both cases, of course, the built-in genetic facilitation is apparent.
In the first case, the genetic information operates by making the bird
highly reactive, ;ﬁd cognitively receptive, to particular star patterns,
thus guiding the lea;ning of the animal in a very specific fashion. In

- the latter case the genetic information is complete enough to produce the

ability by internal mechanisms alone, without‘the necessity of particularized
. environmental fnput during a sensitive period, or indeed -at any timg during

development. ) N

The Lesser Whitethpoat Warbler spends the spring and summer in
northern Europe and the fall and winter hearﬂthe headwaters of the Nile - !
in Africa. One characteristic of this bird had intrigued ethologists for
sometime; after hatching and living its first few months in Europe, it
flies alone, ﬁqstly at night, to its winter ﬁome,i@ Africa. How does the:
bird guide himself? Sauer, an ethologist in Freiberg, Germany, looked ‘
into this question by means of;sqme very clever experiments and obtained
«<lear-cut results, (Sauer, 1958). He hétched.a number of birds indoors "

- and raised them in a constant environmént. This procedure prevenfed the
birds from receiving any input from.daily and seasonal changes in ,
temperature andhlight conditions. It was observed that twice a year,

N ' at the times of the year they wouldAnordally miérate, the birds became
very restless and rem?ined so for about the time it would take tb fly,
at about 100 miles per night, to Africa. This behavior, in addition to

- demonstrating the presence of remarkable internal timing mechanisms,

@

made'a most unique experiment possible.

«
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In addition to specialized genetic information designed to make,
the birds want to fly at two highly delimited times during the year
(probably by the production of hormones, under the control of the genes,
that affect certain ares of the brain), thecre is also specialized genntic
information designed to guide the bird in its flight to Africa in the
fall and to Germany in the Spring The navigational knowledge available

“to the bird is thus dependent upon the season of the year. Either
spec1a112ed hormones (which could be produced either by small groups of
neurons--i.e., producednhy gene action within these neurons--wlth1n or
near the areas of the brain respon51blea£or‘proce551ng the 1nformat1on
(De Robertis, 1972) from certain star configurations, or by glands--i.e.,
produced by gene action within glandular cells - in other parts of the
body and then carried to the brain by the blood) or some other‘kind of
geile product must be r%sponsible for this specialized knowledge of
celestial navigation th%t Fccompénies the desire to fly.

! o

’ !
The critical and most original part of his experiment began when,

during periods of ﬁhysiilogical readiness, Sauer would remove individual
birds from their environment of eternal suﬁmer and place them in covered
cages under the artifici§1 sky of «a planetarium. The cover was then
removed so that the birdicould see the night sky but nothing else outside
his accustomed cage. If it saw the stars as they would normally appear
over~Freiburg in early fall (and if the season were indeed the fall,
because the bird "knew" what season it was and Qés physiologically
prepared: to fl& one route in the fall and the opposite route infthe -
spr1ng) it would: 1mmed1ately orient .its body, by pointing it like a
compass, toward the southeast - the direction it would take if allowed

to go to Africa.  If the artificial sky were shifted to represent
northern Africa, the bird then pointed due south which would be its
actual route from that geographical location. To test the flexibility
of the b1rd's built-in capability, Sauer presented it problems that would
never occur in nature. For instance, as one bird was oriented toward
the southeast and flapping its wings happily, the sky was suddenly
shifted to represent central Siberia, more than 1,000 miles east.

After a period of indecision the bird "headed" due west toward Frelburg,
remaining on-that course until the.sky showed that he was over Freiburg,

where he immediately turned southeast once again.
k]
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Hére we have an exqpllentuexamplé of a high-level "cognitive"
ability ('cognitive', because information processing of considerable
complexity, flexibility and abstraction is involved cven though it is
'obviously not calculated in terms of the bifd's mental awareness) that is
almost entirely nrovided by specialized inherited information - and

- within a tiny pea-sized brain at that. How much genera} intelligence
would be necessary ifthis ab%lity had to be acquired equipotentially?
- Clearly more than mafly normal humans have. Examples of this kind could
. . be mu1t1p11ed indefinitely from ;he large storehouse of etholog1ca1 ‘ .
research. , .
/Man also has some almost totally built-iq:abilitiés. The °
ability of’ the six-month old infant to "know" the real shape of an
object regardless of -its orientation in space (Bower, 1966) is in this
category. The intrinsic complexity of this.ability is attégted to by
the fact that -while sc1entlsts are -able to build automatons that play °

an excellent game of chess, they have not been able to bu11d an automaton

-~

that can perceive simple objects variously oriented in space, based on an

+

input from multiple TV cameras, sufficiently well to move -about without Q; .

constantly‘bumping into them (Loehlin, 1971). Therc are many other
complicated built-in Yconstaricy functions" in man of which we tend to be
unaware because they are automatic (Lorenz, 1969). W1th1n thé frame of
equipotential learning theory there is no credible way to explain how
these abilities come to be, ¢specially in the very early stages of

development. / !

. . Among the most important special capabilities, in terms of
educational implications, are those pertaining to form percepticn and
, language acquisition. These capabilities obviously require relevant
input from the environment for actualization of the specialized genetic.
information. Infants have a much more sophisticated visual system than i
was previously thought .. Human infants are able to perceive visual '
patterns at‘birth (Frantz, 1965), and before the agqgof thfee months they
have an extraordinary ability to discrimingte between patterned configurations.

At this stage in their development they can discriminate between patterns

»
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as complex as 1etters and words (Frantz & NeV1s, 1967) Additionally:
infants show a preference for certain pattagrns re1af1Ve to others aty
variqus stages of their early development tha% canndt be “attributed ;d
the capacity of the visual system per se, OT to experience. , This
demgnstrates built-in selectivity as well as remarkable power to

é/de complexity -(Frantz § Nevrs, 1967). It is inconceivable that the
infant. could acquire all of its visual 1nformat1on equ1potent1a11y,
nevertheless, most authorities in early education assume preC1se11'th1s.
In short, the infant' s visual system is finely tuned to reg1ster,
1ndependent1y of general intelligence, certain kinds of h1gh -fidelity
information from the external environment that is pertinent in learning

to read. )

A critical attribute of the form perception capabilities
referred to above is that they m&h} be exercised adequately in-their
initial stages or they regress (Ganz, 1968; von Senden, 1960). In
other words there is a type of sensitive period for form perception.
Could this help explein the fact that while infants ¢an easily
d1scr1m1nate between letters, many older children and adolescents who
have not learned to read cannot? Since the majority of reading failures
result from an inability to master form perception skills (Chall, 1967),
it is not unreasonable to hypothesize that appropriate early experience
in recognizing letters and words would prevent many of 'these fa{Tﬁrys.

In any case, programs for beginning readers could hardly be valid, or at
least optlmally efficient, if they are inconsistent with recent findings
concerning spec1a1 form-perceptlon ab111t1es in the young child. !

® . .

The “problem of 1angua‘gv acquls1t1on in the young child centers
around the puzzle of the sentence. The sentence is a problem because
traditiongl theory cannot account for the way a young child.comprehends
and constructs a sentence. This may sound odd as almost all children,
dull and bright, adequately cope with the sentencei-about‘as naturally
and easily as birds guide themseIVes‘by celestial navigation:-but it is
one thing.to have the ability and another to explain it satisfactorily.
Linguists have p15in1y_demonstrafed& since Choﬂsky's breakthrough 16 years
ago, that' the abilities necessary for language acquisition are far too

¢ . x
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demancing to be explained by reference to general intelligence and

equipotential ledrn1ng theory (Chomsky, 1957; Chomsky, 1966). The
onl: alternative is that biologically based spec1a1 abilities enable
the young child to easily cope with problems. too difficult to be ,

handled by general intelligence alone.

Nature has prcvided for language acquisition in man in exactly
the same way she has provided for specialized capability in every lovwer »
animal. Children between the ages of 18 months and 3.1/2 years acquire
language effprtlessly through the mediation of particularized information
coded in their genetic material. As in scores of known instances with
animals, environmental input is also essential if the part1cu1ar1zed
information in the genes is to be physiologically activated and thus

behaviorally actualized. The purpose of the bui-t-in information is

"to enable the young child's brain to process the language input so that

literally hundreds of highly abstract and-complex rules are unconsciously

" inferred (McNeill, 1966; Goldman-Eisler, 1964) .  These rules are SO

complex and theoretically d1ff1cu1t that it is doubtful if an intelligent
adult’ would be able-to master them sufficiently, by means of general

intelligence alone, ta generate sentences fluently. Moreover, linguists

"themselves are far from verbalizing all of them satisfactorily; indeed

they are constantly uncovering additional rules that normal children

" ynconsciously acquire without effort or direct instruction. It is the

child's competence in utilizing these complex rules in understanding and
constructing sentences that substantiates the existence of special
language abilities. As in form perception, the ability to acquire
language regresses if not exercised. Individhals who have not learned
to understand and generate sentences by Jate childhood never learn to do
so with normal facility (Lenneberg, 1967 . Pp.376-377).  So the ab111ty
1w acquire language is also delimited by ‘@ sensitive period.

One fact regarding th; relationship between Qhe sensitive
period for language, acqu151t1on and early rea.jing is obv;ous from the

perspective of linguistics. The child is not taught to analyze the

sounds of spoken language into meaning, this is accomplished spontaneously




by the child in a normal social environment. The child's brain is
Qpec1f1ca11y structured and organized’ (this specialized organization is
referred to by 11ngu15ts as the Language Acquisition Device or LAD) by

the genetlc masterplan to complete this task before the age of four

_ (McNeill, 1966). In fact, by the age of two the average thild has

already made con51derab1e progress in analyzing the sound patterns of
spoken discourse in terms of sentence structure and meaning. Instruction
has little effect on this process, as distinguished from concept
development which is furthered, of course, by direct tuition. Since the
ability to analyze the sounds of language in terms of meaning and sentence
structure is already a part of the child's knowledge, it is not an
approprlate goal for reading instruction. Realistic goals build upon the
child's knowledge, within the limits of his concept development, of the
sound patterns of language. Just how other aspects of reading are

facilitated by man's sensitive period for langdage acquisitfon is not

ﬂflear, but there is evidence that the young child, when given the

opportunity, is able to acquire the basic skills of remding almost as
easily and naturally as he learns to understand and_speak his first
language.

Although education unfortunately has remained a stranger to
the ethological concept of special built-in learning capabilities,

nature patently knows how to produce them. Evidence from many sources .

Jemonstrate nature's expertiSe in writing special purpose sub-programs

intd the genetic masterplan in order to bring about mental capabilities

-

independently of the gradually developing ‘processes of general )
maturation. “Every animal Zincluding man, has need of certain 50ph15t1cated
capabilities that a gradually increasing general intelligence either ’
cannot deliver at the appropriate stage of development or, in many cases,
not at all.  In man some of these capabilities, as we h?ve seen, are

pertinent to important educational skills such as reading.

f
\ ®

il

When we speak of writing something into the genetic masterplan
we would do well to note that there~T{s une and only one language of life
at the genetic level. Processes at this level are essentially the same

whether they occur in virus or man (Watson: 1970, p.431). Life in all

v




its forms is written with the same four '"letters" (thé four nucleot. les (
: - adenine, thymine, guanine, cytésine), the same twenty ''words' (twenty ”
amino ac1ﬁs, each one coded for by 3 set of three nucleotides), "and the
same kind of extraordlnarlly long "'sentences" (protein molecules which
function either as enzymes or as structural elements, and are made by
stringing amino acids together linearlyyin an endless vpriéty of ways). .

The gene is a functional unit .which codes for one sentence.

Working with a universal language over eons o{ktime, nature

has accumulated a vast repetoire of strategies for writing specialized

information into the genetic material of living organisﬁs. And nature .
) did not suddenly find these encoding skills (we are referring here, as
we have all along, to nature's ability to produce complex- mental
capabilities that function independently of general intelligence)
superfluous when she came to man with his relaeively high general
competence. Although nearly all learning tﬁ¢orists and -reading experts
ihplicitly assume that nature no longer had need of these skills in the )
case of man, she clearly utilized them in producing the integrated
system we call Homo sapiens. Man too is adapted to many speciai
conditions Qf his existence by the production of mental capabilities that
cannot be explained in teams of general intelligence. While it is true
that general intelligence may incorporate many specialized built-in
abilities at some later stage of deveiopment, this certainly does not
obviate the critical néed to recognize their existence, understand their

function and experimentally explore all of- their parameters.

The young child, as has been pointed out, is generously
endowed with special capabilities in form perception and language.
These capabilities occur too early and are intrinsically much too complex
to be produced by the same gradual processes that produce general intelligence.
We have turned a blind eye to the extensive array of evidence for this fact
primarily, I believe, because we were not aware of a genuine theoretical
oy e alternative. Since we see and understand things in terms of our basic
‘ " assumptions, evidence which does not fit tends to be shunted aside and:
dism. - “ed. Practically all arguments against early reading are based

on an invalid assumption concerning the role of general intelligence in




learning to read. Likewise, practically all who advocate the teaching
of beginninggreading later than age six base their conclusions on the
same invalid assumption. Given that as.umption; namely, that all
learning is an equipotential function of general intelligence, both
arguments are plausible. After‘all, an average child of six does, by
definition, have twice as much general intelligence as an average child
of three, and an average child of nine has one-third more than an
average child of six. However, the qesumption is scientifically
groundless and the two preceding arguments are thus hollow.

It is. time to seriously consider the scientific evidence that
the child of three and younger processes sophisticated capab111t1es highly
relevant to the beginning stages of reading. Furthermore, it is time to
recognize the mounting evidence that some of these capabilities will
regress if they are not activated appropriately. The child of six
has perhaps already lost some of the special capabilities he had at two
" and three and therefore must learn to read by utilizing slightly different
mental processes. Quite understandably, we in education tend to find
these concepts concerning complex built-in "cognitiee" procgesses, the
essential interdependence that exists between many built-in factors and
specific environmental innut, genetically determined’ sensitive periods,
learning to read at three by utilizing mental processes that are not
avallable at six, the utter bankruptcy of the equipotentiality premise
and #he urgent relevancy of basic biological principles to education,
some&hat strange and baffling. This is only because we are not yet
fam1y1ar with quite common ideas in ethology, linguistics, brain research
and genetxcs." I have discussed these ideas more fully in a previous
papeﬁ (Callaway, 1970).

| |
\ In summary, four indisputable sets of data confront every

\ .
parenm and educator of young children. One, nature knows how to expedite

speC1r1c kinds of knowledge through the genetic masterplan; two, the

young| child is generously endowed with special capabilities in form
percept1on and language; three, the process of learning to read
requ1res many of the special capabilities of form perception and

language that the yo:ng child is heir to; four, young children o® two,

~
\

1
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three and four years of age often lecarn to rcad very easily.  The
mere recognition of thes¢ four sets of data suggests the likelihood of
a certain consequence; namely, that 'four' is a natural sequel to ‘one',

‘two' and 'three'. .

The young child will quickly give the full answer when we

. give him the opportunity to speak for himself. Yet, howWever clearly

he may speak, he will not be heard accurately if it is presupposed that
everything he says must be consistent_with current theories on learning
and child development.  Experimental work must proceed in~joint concern
with an appropriate restructuring of the conceptual framework relative -

to reading, so that -it may become compatible with all pertinent knowledge

>

now available about the human organism,
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PYGMALION IN THE READING CIRCLE

Carl Braun,

University of Manitoba.

..

,Like fashions in clothing, like politics, indeed, like many concerns
in education, interest in the "self-fulfilling prophecy' phenomenon has
ngone full circle"”. The first poignant arc of the circle was inscribed
by Rosenthal and Jacqobson (1968) when they announced to the educational
world their findings that pupils mirror teachers' expectations in their
school performance.” - The authors had submitted to elementary teachers a
list of randomly selected '"academic bloomers' who were given an unfamiliar
standard intelligence test ostensibly to norm the test. According to the
researchers this externally imposed information created expectancies in
teacher's minds. In turn, the teachers' communication of these
expectancies was reflected in significantly greater intellectual gains

in "bloomers'" than in other children.

Publication of the Rosenthal study met/immediately with a flurry of
enthusiasm--enthusiasm of practitioners to generalize and apply
unquestioningly findings of the study, paralleled only by the enthusiasm
of the research community to berate the study as overinterpreted,
methodologically fallacious, and inadequate with réspect to isolating
teacher behaviors which produce differential results in children perceived
as bright or dull (Snow, 1969; Elashoff and Snow, 1971; Thorndike, 1968).
Further, numerous researchers attempted to replicate the salient finding
that teachers' knowledge of pupil ability affects pupil treatment and
ultimately, pupil achievement (Barber et al, 1969; Claiborn, 1969;

Jose and Cody, 1971; Flemming and Anttonen, 1971; Rubovits and Maehr, 1971).

Early consistent failure of replications to produce the "Pygmalion
effect" quickly lent support to the methodological objections raised in
the Rosenthal study. Thus}y the enthusiastic support of the Pygmalion

notion was dampened at least temporarily.
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Perhaps as 4 result of the intuitive appeal of the hypothesis as

well as non-parallel, if not questionable proéedures, in some of the

replication studies, the educationalL& induced Pygmalion has survived

‘one of the most controversial debates in educational literature.

Indeed, to date 242 studies have been conductea employing as subjects
young children, adolescents, adults, as well as animals (Rosenthal, 1973).
The range of cues’examined with respect to expectancy potency“has spanned
the gamut from sex of the subject to (Palardy, 1969) "unusual names" of
children (Harari, 1973). The fact that 84 of these (far beyond the

- chance level of significance) have been successful in producing a
phenomenon so experimentally elusive, has givén rise to a renewed
'1nterest not only ‘in continued research to debate whether or not the
"effect' exists, but rather, in research that examines its perva51veness,
under what circumstances it operates, and the educational consequences

with respect to development of self-concept and 1mp11cat10ns for

~
3

academic ach1eVement.

Whether or not the clouds of coﬂtroversy have totélly settled, it
behooves the practitioner to consider, if only cautiously, tihe findings
of research. The purpose of this paper fs to extrapolate from these
findings implications for the teacﬁer of reading. The format features
illustrative classroom episodes from which generalizations will be drawn.

Classroom Episode 1 “

Robert, an'eight-year-old boy, has experienced repeated failure as
a reader. Miss Optimeir, his second-grade teacher, recognized early
in September that,.not only was Roberg not learning, but he had already
given up trying. One day, while thekrest of the class was busy at their
independent learning activities, Miss Optimeir discovered that Robert had
drawn a picture of someone riding a horse. Robert discussed the picture
reluctantly with his teacher. A flicker of light appeared on the
horizon when Robert found that Miss Optimeir was not only interested, but
very pleased with his production. She took her felt marker and proceeded
to record a few of the ideas Robert had ‘expressed about his picture. When
the teacher asked Robert to read, his automatic response was, "I can't

read." His teacher's equally spontaneous reply was, "You know, Robert,




if you can't,-you and I can read together." While Miss Optimeir swept

her finger under- the lines she dnd Robert read his ideas- together, first

_ somewhat slowly and perhaps falteringly, but by the third time, the

¥

teacher's voice faded away and Robert '"read" his own ideas in print.
Miss Optimeir's yel}-chosen and enthusiastic reaction was, "Robert, I
was so sure you-could read. Take this home and read your story to

your dad and mom; I know they yould love to hear it." !

Later that day, Robert, in the white heat of what appeared like a
totally new status, decided to try his role, this time with unusual
daring for one whose self-image h;s already reflected considerable
négativism. He drew another picture, this time featuring the young

author on a motorcycl&.  With considerabie apprehension he picked up

~-a crayon, wrote his name and asked Miss Optimeir how to write "is".

Miss Optimeir, overwhelmed by the sudden "blossoming" of the young
learner, asked him 'to find the word in tﬁe story they had read together
that morning. - Before Robert ha< [inished "is' he literally "yelped"

I can also use "riding'" in this story. ‘

Robert, whose 10& status as a social being in the room was parallelled
only by his low sclf-esteem, heard one of his xouﬁg peers say, "I didn't
know Robert knew how to do school work."

~ Robert's case cannot be dismissed without méntion of the role of
self-image in learning. There is no dearth of studies identifying
strong relationships between expectation measures in. the form of
self-concept and academic achievement (Shaw, Edison § Bell, 1960; Brookover,
Patterson and Thomas,” 1962; Davidson § Lang, 1960; Homze, 1962).
Torschen (1969), in.summariziﬁg\studies of relationship between self-
concept and school achievement réported consistently high correlations.
Bloom (1971) makes the claim that é low academic self-concept increases
the probability of a generally negati&e self-concept and that successful

school experiences increase the probability of a generalized positive

self-image.
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Glock (1972) points the difficulty in changing a negative self-
concept. "In Roberﬁ;§ﬁ5g§e it is likely Eﬁéh easier since he is only
eight years old, than“;f will be for af older child whose negative self-
image already has become its own "defender." We need to recognize the
stark reality of the fact that a person's self-concept imposes "bougdaries"
or limits on his'actiong. . We know that if Robert had never tried: he

A}
never would have learned. .

Classroom Episode 2

Miss Busybody is proud to’announce, to her Colleagues after the
. second week of school that she finished organizing her reading groups
for the year. She has decided to give the bright group, the "Hot
Dogs", an enriched programme this year which will include wide opportunity
for free reading in the library, newpaper reading and individual conferencing
with the teacher. Her second group, the "Jumping Jacks', she announces,
/ﬁill do a traditional skills programme with a heavy dose of word identification
fteaching. She feels that perhaps by ‘February their skills might develop
" to the point where they're independent enough to "handle" a more "individu-
alized approach." The "Mud Turtles", Miss Busybody's 16w group, the
"held-over collection" fiom last year, will begin the .year by reviewing
their'"Fun with Grandmother and Baby" reader.' Miss Busybddy is so busy
with the "Hot Dogs" organizihg a<programme that gives her and.the group
considerable publicity, that she is unable to spend much time with the
"Jumping Jacks" and "Mud Turtles". Further, since the "Mud Turtles" are

" a little more mature physically than the other children, they‘are seated

at a table }n the rear of the room. Miss Busybody has invited the
superintendent and principal to come and observe the '"Hot Dogs" in action,
as she feels that a few of them are already demonstrating model leérning
habits and skills. )
Miss Busybody's classroom affords a classic example of how a complex
of teacher-personal and organizational variables frequently interact to

fulfill expectations.

. /
Assignment to special classes or statusor non-stafus learning .
groups communicates considerable expectancy information to the learner.
. . ;
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nd that low reading group ch11dren are seldom

McGinley (1970) fou
even saome teachers, in

’ selected as sociometric choices by their peers;
their study, expressed negative feelings toward these children. Apart
/ \ from the sociometric 1mp11cat10ns, the effect on the child's image ‘ )
Further, the amount of teacher input and
ortun1t1es

1970).

as a learner are obvious.

opportunities to respond (Output Factor, Rosenthal, 1973) and opp

for positive feedback appear to be reduced for these ‘children (Rlst,

e in point, wh11e perhaps extreme, calls attention to a

The fact that readers. who are labelled "low"
1971) is one. Further;

The cas
number of related factors.

know that they are socially unacceptable (Stevens,
minertia function" operative, locking students

"Mud Turtles' are probably receiving

+

the fact that.there is an

~ in, is another. 5o, knowing that the
, and less than their share of opportunity

1ess than their. share of input
and less peer acceptance than

for output, less praise and cncouragement,
The probabllrty that this
-3

pidgeon (1970) in a )
low ability groups,

pectations for

the other children, is dismal enough.
- situation will not change for them is criminal.
discu551on on expectation implications of high and
draws special attention to the distorted and unfair ex

children from disadvantaged homes, part1cu1ar1y those for whom the
may well be itself an underestimate.

initial measure of '"potential"

he .

Classroom Episode 3 ]
Tom has just stumbled over the fina

1 word in his oral reading.
Miss Tirady, his teacher, sighs deeply, '"Well, Tom, I'm sure you're as

y  happy as I am that this is over again till tomorrow. ®  Obviously, the

Miss Tirady insists that Tem nfigure out"

session has not gone well.
As a result there are frequent ' B

every word rather than to be told.
- long, dead silences disturbed onl

and the odd snlcker from his peers.
tone of the question that won’ it be able

estion to one of the brighter? children.’

y by the teacher's sighs and foot-tapping

Even when the teacher asks Tom

questlons, Tom is cued by the
to answer; she directs the qu

%
What are some of the 1mp11cat10ns of this unhappy, yet common,” = -

cpisode? Certainly, Tom is the centre of a veritable maze of cues that

signal to him his status. It takes less than verbal cues to accomplish

this. Miss Tirady, like most of us,
¢ thinks of him and the probab111ty is great

has a fair repertoire of non-verbal

signals. Tom knows what sh
)
e : 2 - 3 2 -
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that Tom thinks little‘more of himself.

3

- %
Rosenthal (1973) refers to the "expectant voices'" of teachers that

can be fulfilled by the child's answer. Miss Busybody's "expectatit
tone" though non-verbal, will certainly be fulfilled.

A further implication arises out of the "Expectant voice" as it
affects Tom's self-expectation. The child is literally bombarded
with signals that set this expectation; peers, parents, and-siblings as
well as te;chers make their contribution.  [The degree to which the child
will react to the various environmental stimuli in terms of his self-
expectation set_  depends on his self-esteem (Finh, 1972).

Miss Tirady falls into a predictable trap. She can't wait for
Tom to think of an answer. She adds to his embarrassment by having
one of the "brighter" children "show him up".  Rosenthal reports that
eleven out of twelve studies support the notion that teachers encourage
greater responsiveness of students from whom they eipect more. They

call on such students more often, ask them harder questions, give them

more time to answer, and prompt them toward the correct answer.
- ,

’

»
.

Class{pém_gpisode 4
Miss Symcot, the new second grade teacher, is most sympathetic
with low-powered children. In her attempt not to pressure her
low-achieving pupils, she gives them activities which they can do easily
and with complete success: Miss Symcat Knows that low level recall
questions are easy for these children so she restricts all her questions
to thi’s type. She is convinced that this success-oriented programme will
ensura development of positive self-concepts in her pupils. Even the
few t1me% these children get the opportunity to read materials -other .
than their reading 1es§on books, Miss Symcot introduces every word wh1ch
has not. appeared in the reader glossary. Further, she has the easy,

indeperident reading books for these children clearly marked on the shelves.




Miss Symcot, though apparently having her "heart in the right pfhce",
obviously needs to adjust her head. She guarantees that her expectation
will be fulfilled.

I
o

Children need to expect of themselves early tﬁe ability to become
independent readers. If they get no experience€ coping with the occasional
unknown word by themselves they will remain dependent forever. By the
same tokern, if they don't feel responsible for words not covered with .
them by the teachci, dependencec rather than independence is fostered
Good and Brophy (1973) point at the fallacy of teachers who attempt to
develop the child's self-image by affording him easy and enjoyable
activities without providing him with apprgpriate instruction’and materials.

While Miss Symcot attempts to provide the climate for effective
learning to take place, this preoccupation has "blinkered" her from

9

considering the important teacher input-pupil output dimensions.

Classroom Episode S

Mr. Gullistan, a sixth grade teacher, has in his classroom Elmer, the
second child from the Starr.family. He remembers Elmer's older brother
who spent imore time in the principal's office than in the classroom.

Mr. Gullistan determines to '"put the screws' on Elmer right from the
start. He is in no mood for a "repeat performance' of the older
sibling's behavior. Mr. Gullistan also remembers having overheaxrd an
older tcalher's commcnt about the oldest Starr daughter who had a
history of failing grades.from her earliest schooling.  This séems

entirely credible to Mr. Gulllston because Limer's work right from

-

the beginning has been so poor that he doesn't even bother ca111ng on
the boy for answers. Further, to make sure that he won't "become .
uncontrollable, the teacher places Elmer at a desk somewhat- removed’ '
from the ather children. Elmer's first major offense is throwing a wad
of bubble gum across the robm to attract the attention of one of his
friends.

Among other comments to the principal, Mr. Gullistan exclaims,
"Why anyone should be forced to carry an ugly handle likc !Efmer'

eludes me to start with." -




. ' Elmer's problem is complicated by an unfortunate set of circumstances
T wrong family, wrong name and Eg!_wréng teacher. Mr. Gullistan expects
Elmer to be a problem and hastens to treat him as one.- Separation from
pis peers virtually forces Elmer into misbehavior, and thus Mr.,Qulli;tan's
expectations are quickly fulfilled. ) B

Elmei's case confronts us with the sobering thought that all that is
said In faculty lounges is not necessarily the whole truth and further;
: . that géneralizations from these statemeants are too often. carried to .

extremes. However, we know that this information, as well as that from

cumulative files, contributes to the teacher's expectation of the learner.

. [ -

While it may seem incgedible’ that Elmer shouid "bear the brunt" .
of his sibling's demeanoX and low qchieVeme , at least one study (Seaver,,
1971) has borne out the fact that younger ;?:Iingé-pf good stu&ents obtain‘
higher achievement -scores if they are assigned to older siblings' former

teachers than if assigned to other teathers.

\ .
~ .
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While evidence-is I;mited, at least one study, Havari (1973), -
suggests that names of children influence teacher attltudes toward them.
The atithor found that unusual names are branded as "losers names" by

"experienced elementary téachers.

. Classroom Eplsode 6 . -

.

The pr1nc1pal has decided to move George, a low- ach1eV1ng flfth
~ @rader to Miss Gin's room. Miss Gm has '"learned to live" with her

collectlon of "flunkies" and does a remarkable JOb babysitting. While
George f1nds his way to his seat, the principgl assures Miss Gin’ that ,
George is just another "blank cheque" for heflcollection, one from whom .
"we won't expect academic miracles." < He iqilicitly reinforces Miss
Gin's assessme of her class by saying, “Ail we can do for these,
children is to seg that they get sunlightb.water and air.".

George's situation offers a logical sequel to Elmer's episode. Both
illustrdte aptly some of the sources of cues on which teachers base their
expectations of individual children. 'The source in George's case is the

i
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principal. Unless Miss Gin takes the principal's assessment as a

challengerto trf fo "turn George on", there is good reason for her to
take solace in the assessment. The point_made earlier in the paper
Iegardiﬁg the relationship betweén fulfilled teacher expectations and

amount of teacher input mighf»wéll apply here.

Classroom Episode 7

Miss Jackson has been asked by the Home and School Committee to
. demonstrate the radio reading qoncept\with twelve of her third graders.
Miss Jackson picked twelve girls for the demonstration for two reasons.
;irst, she §s convinced that they are better readers than the boys in the
room. Second, she knows that the girls will be easier to "“manage' than ,
the boys. Miss Jackson has read ﬁany reseérch reports indicating girls'
superiority over boys in reading achlevement and .certainly know$ that
"with very few exceptlons this is the case in her ¢’ iroom.

One does not have to look far to find studies testifying to girls'
superiority over boys in reading achievement. Nor ‘does one have to go
far to find a greater diversity of behaviors exhibited by primary boys
than by girls. Certainly, Miss Jackson contributes her share to the
perpetuation of these generalizations. ~* ' ’

o ,
There is ample evidence in the lige;ature'that the sex of the learner-
generates differential cues, to teachers, cues which, in turn, result in

differential expectation and *reatment of boys and girls. Palardy (1969)

in investigating the effects of teachers' beliefs on pupils'’ achievement,
concluded that if teachersrbelieve that first-grade boys will do as well
‘in reading as gir{s, this will, in fact, happen. The converse was
equally true. Part of the answer, again, may lie in the input-output
factors offered b Rosenthal. Meyer and Thompson's study (1956) offers
a further clue. Sixth-grade children were asked to nominate which of
their classmates received teacher approval and disapproval. In addition,
classroom pupil- teacher interaction was analyzed with respect to
"approval" and "dlaapproval" contacts. ~ Both techniques yielded the

same results--teachers expressed greater approval for girls than for

boys, a finding corroborated by Davidson and Lang (%960).

-
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Classroom Episode 8

Mrs. Smith attempts to placate her daughter Janet's frustration as
she faces her daily quota of homework. Throwing her book in disgust,
Janet announces, "If I am ever assigned another book report, I'll set
fire to the school." Her mother, in an attempt to comfort her daughter
assures her that she has never enjoyed reading and received a D on every
book report she ever wrote. Mrs. Smith, ;} a subsequent parent-teachers'
conference, pleads with the teacher to 'go easy' on Jaﬁet and hastens to
inform him of her own inability and interest in reading and report-writing.

Janet's gasé offers another example of a situation in which a teacher
can be absolved from the responsibility of maximum teacher input. It '
demonstrates further, the parent's attempt to relieve herself of some of
the guilt so typically involved when an offspring's achievement is lower

than desirable. .

The example is included to demonstrate that individuals out of school,
as well as in, influence both the teachers' expectations of pupils and the
learner's self-expectation. ”iPsychologf%ts have been particularly
concerned with the dynamics of R?rgntal expectations with respect to
certain neuroses that are promoted by the ekpettations (Aldrick, 1971;

Szurek, Johnson and Falstein, 1947).

It is quite conceiegble that Janet's self-expectation, certainly, with
respect to reading is low. Her mother has certainly made’her contribution
to the fulfillment of the expectation. Add to this the propability of
decreased teacher input and decreased learner output and fulfillment of

_the expectation is all but guaranteed.

Discussion

The episodes cited indicate clearly the complex interaction of
dyn:mics occurring before an expectation is fulfilled. However, even
the episodes are over-generalized for the sake of emphasis on specific
points, There certainly is no reason to believe that expectations are
automaticdlly self-fulfilling. In order for the fulfillment to occur,
the expectaticn first has to be translated into behavior that communicates
these expectations to the learner and then shaﬁes the behavior toward

expected patterns. There are reasons why this does not always happen.

- 3&:3
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For example, a teacher need not necessarily have clear-cut expectations
about a student-- or his expectations may change from time to time.
Even when his expectations are consistent he may not communicate them

through behavior consistent enough for the cues to register significantly

_with the learner. Further, the learner himself might resist the teather's

expectation in a way tlat could charige them. Simply, a teacher's
expectation '"requires more than its own mere existence in order t% become

self-fulfilling (Good and Brophy, 1973, p.75)".

.
o

Good and Brophy outline a logical sequence of steps to illustrate how
the process most likely operates:
'1. The teacher expects specific behavior and achievement from
i particular students;
2. Because of these different expectatidhs, the teacher behaves
differently toward the different students;
This teacher treatment tells each student what behavior and
treatment the teacher expects from him and affects his
self-concept, achievement motivation, and Jevel of aspiration;
If this teacher treatment is consistent over time, and if the
student does not actively resist or change it in some way, it
will tend to shape his achievement’and behavior. High-expectation ,
students will be led to achieve at ﬁigh levels, while the
achievement of low-expectation students wili decline;
With time, the student's achievement and behavior will
conform more and more closelv to that originally expected of
- him, (p- 75).

(1972) offers a specific example to parallel Good and Brophy's

"...a teacher in a ghetto school who is told that the children
in his class are likely to be disruptive may react by using a
'firm' approach, giving more punishment than encouragement and
praise.  Partly as a result of this strategy, the children
may behave badly, strengthening the teacher's belief in the
necessity of the negative methods of control. Hence, a
vicious cycle results in which the teacher, on the basis of

his expectancies, acts in ways which lead to those expectancies
being fulfilled (p.253).




Finn (1972) adds a point of clarification to the literature on
expectation; " He suggests that an expectation set denotes anticipation
and that it is this anticipation which shapes the manifestation of
expectation. He points out, further, that it is this anticipation
that distinguishes expectations from "hopes, desires, as well as from
aspirations (p.390)". For example, I may "expect' my class to be
settled Friday afternoon. My actions and my manner, however, strongly
signal that I anticipate the usual “rowdiness. The former use of (
"expect' conveys a hope or aspiration, the latter my estimate of

reality, and dictates my.actions toward the class.

Finally, this paper, like others on the subject, may leave the
general impression that ''expectation is a bad thing, or at best,
that expectations should always be high. Neither is the case. Nobody
can avoid forming ah_expectation set. It is important, hoﬁever:'that
we are aware of the fact that such a set is inevitable and, further,
that we see the need to keep expectancies open and tentative. This
should aid in preventing distorted perceptions and behavior which
commonly ensue from a c10§gdwrset". Certainly, unduly high expectations

represent a distortion of reality and may place undue pressure on the

learner, subtle though these pressures may be.
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DEALING WITH FEELINGS AND EMOTIONS IN THE CLASSROOM
Margaret A. McHugh

University of Victoria

Learning to read has usually been viewed as a skill-acquigition,
- cognitive task. Can dealing with feelings and emotions in the classroom

effectively contribute to itéiaccomplishment? A brief examination of

the reading experience may idenﬁify several possibilities.

THE TRADITIONAL FIRST "R"

e

The essengial goals in teaching reading are to develop the basic-
reading skills, and related cognitive learning to a level of minimam
maste;y. The overall goal in reading is not limited to word recognition,
but includes comprehension and development of personal meaning. This
seems to be accompanied by an optiﬁistic assd;ption that th; acquisition
of adequate skilis will lead the student into becoming a life long
"reader". That students will acquire enoughAof‘these basic skills to

be able to cope with life in a technological society is often a

conspicuous hope.

Failure to achieve these goals is documented all too often. It is
uncomfortably clear that far too many students do not have sufficien;
mastery of the basic skills, and the proportion of the adult populétion

who are "readers" is discouragingly small.




»

Whatjhappens in the classroom? The technical skills afe often
acquired through a '"need to achieve'. Those without the "need to
achieve" find they are seldom given a(chance to succeed, and they
quickly learn thgt they don't succeed. Acmechanicél cognitive approach

can leave the student strangely uninvolved in reading. The feeling,.

emotional, imaginative, awareness side of the students has either been

left to chance or neglected. wr .
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We know that feelings, however disguised, accompany all tﬂat we

do. FEelings/emotioyg e often looked on as necesgsary evils which

G
-

should be somehowgignoredr-- swept under the rug. Many teachers as
well as children have léarned-to ignore, suppress, distort and control
their own fegling-experiences. Unfortunately their denial in no way
mitigates their_effect. When a student has never learned appropriate
ways of dealing ;&th his feelings he may react inappropriately.

Such geelingg may emerge in the form of unspoken antagonisms and anti-
pagﬁies, distrust, hidden agendas, dissatisfaction, tension, verbal
fencing and so on. Every interaction becomes a battle of wits or a
potential threat. Teachers who have been conditioned to avoid feelings
have difficulity faéing and dealing with feelings in the classroom. The
outcome has been a classroom devoid of feelings and em;tions. There is

a growing recognition throughout North America that some important

aspects of learning have been overlooked. When an almost purely

@
~

intellectual learning in the classroom is fostered, the affective
capacity of the students is stgnted. Yet, intellect divorced of feeling'

is empty and meaningless. The student develops, but loses the awareness
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of himself as a unique, feeling person. Isolating cognitive learning
from affective learning fragments the person and decreases involvement
in learning. As this occurs as part of the classroom experience, there

is a grquing recognition of and concern about the effect that disregard

for feelings has upon the learning process.

Y

Interfering With Learning

Méﬂy problems in the classroom, including learning problems,
stem from the fact that parents and teachers deny feelings and are
therefore unable to integrate them with the intellectual content of the
-c}agsroom. They have probably never recognized that this is one aspect

of being human which leads to genuine involvement in the learning

enterprise. The loss is enormeus: -Any approach to reading instruction

which focuses primarily on cognitive skill development while ignoring

the affective components of learning, can only be marginally successful
“in producing competent "readers'". We lose the means of dealing directly
with the formation of attitudes and the shift in values. Furtﬁermore,
most of us have go;ten locked into feelingg from which we cannot free
ourselves. These feelings arise in all we attempt to do and they

interfere with our learning, and learning to enjoy learning.

Producing Half-men

Without feelings and emotions, learning to function effectively on
an intellectual level becomes limiting. By ignoring feelings and
‘emotions, we deny an important potential in each student. When the only

acceptable answers are the "intellectual" ones, curiosity and sensuality

—_ - .

—-— are représsed. ?uftﬂe;m;re, when spontanaeity is viewed as impulsivity,
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and emotion and feeling are regarded as beneath the dignity of educated
man, the possibilities for the healthy development of the individual

are by-passed.

Cbntributing to'Existing Emotional Problems

We have found in psychotherapy that denial and suppression of
feeling/emotional states truncates Fhe'individual, and frequently
initiates or leads to emotional problems which eventually must be dealt -
with in our society by professional and/o; ingt{tutional care. When
the classroom perpetuates a process which h;é ifs beginnings elsewhere,

it increases the distress being experienced by the individual and

M—_”\\i - — misses the dpportunit§ of providing an environment in which healthy
\\\ personal develoﬁment and increased learning can occur.
~
\
\ Another view can be taken of feelings and emotions. Rather than ;v

r

being seen as problems and liabilities, they can be viewed as assets

i
|
|
|
|
|
\\\ . FEELINGS AND EMOTIONS AS POTENTIAL - . ) {
which will’allow the individual (both student and teacher) to be more

active and alive, and the classroom to be a meaningful place to live

and leam.

A Healthy Environment Developing Whole People

Recognizing and taking into account one's total experience is an
attempt to bring therapeutic principles into focus. A classroog which
fosters individual self-expression enables a learner to view himself in
a more positive light and to develop feelings of pefsonal competence and

/
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self worth. By exploring feelings in the classroom, the indiv}dugl is
able to develop and clarify his own understandings. This leads to
educational practices which enlargé the choiées!and possibilities

open to learners and the alternatives they have to express their
poientialities. By establishing a therapeutic enviromment in the
classroom, many emotional and learning problems may be avoided. Maslow
(1970) has suggested a critical difference between an individual who
seemingly struggles with life, and what he terms the '"self-actualized"
person. The first is coping with life experiences whereas the second is
expressive about his experiences. They each exéerience life in vastly
different ways. The first is apt to be limited to an intellect,
cognitive approach to his life. The second will include in his
experience the full range of feéling and emotional components and express

I3

these in ways appropriate to the circumstances.

I
Increasing Learning

o

-. Effective education must involve the entire person and encourage

- -

him to actively enter—into the process? When the whole person is

—

—
included-in the process, learning is apt to be more enjoyable. When
activities allow for dand p-ovide affective experiences, cognitive learning

can be increased and enhanced. Enjoyment arises out of activities highly

charged with feelings ang emotions. When feelings and emotions are

"admissable", a therapeutic process may .evolve in which the joy of

. 9
discovery and learning will replace the former dread and hate of reading.

/

There is little doubt that reading provides a rich setting for making

i
learning a living process. Feelings predomigant in a students' life

el
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will surface both in response to the reading experience itself and to
the content of the reading material. One of the most unused components
of effective teaching may be feeiings; - the teacher's feelings and

his own awareness of them and the pupil's feelings and the respect

given them. A teacher who is tuned-in to his own and his pupil’'s

feelings is less likely to find learning in his classroom a bore.

AN -

INTEGRATING FEELING AND EMOTIONS IN THE CLASSROOM .

-To insist that feelings should be put aside in the classroom is to
ignore the direct correspondence between emotional well-being, and s&cial
and intellectual success. In advocating an integration of the
intellectual-cognitive dimensions of léarning with the feelings
occurring in the classroom, it is being proposed that an environment can
be creatgd to promote the development of the whole person, and at the

same time increase the quantity and quality of the learning. .

The position which suggests combining cognitive with affective
education is based on a recognitibn of both the student's emotionall
concerns and tﬁe process involved in learning. This is a process-
approach which attempts to relate the private world of the student's
experien~e to public knowledge of subject mat;er. It is designed to
move' students beyond the "turn on" stage of initial enthusiasm to a
point where they can leam the logical and psychological processes

necesséry for controlling their own intellectual growth.

When the Affective Domain (Krathwohl, Bloom, and Masia, 1956)
y

was published, there was widespread acknowledgement of the issues but

-
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little practical application. Understanding and agreeing with the words

on a cognitive level came easy to many of us schooled on the cognitive

level, bu; it seems we found ou;selves very ineffective K in recognizing

A

how we could include feelings and emotions in our classrooms. Since *
then, much has been learned about the role of feelings and emotion

in individual learnihg. How can teachers incorporate these important

» o
N

affective dimensions of learning into tjéi% instructional procedures?
|

|
i - v
~

Teaching Occurs in a Relationship
' R o

3

. @

Ninety-five percent of teaching involves relationships with

‘people, yet few teachers have had much help in learning hbw relationships ‘

., ’

.are formed. Most of their preparation time has focused on subject
matter, teaching methods and broad theories of learning. Perhaps it has
been assumed that teachers just naturally know how to form relationships

k)

with people. However, we know tbat most peoﬁle growing up in our culture

4

R ) ] . .
have not been encouraged to recognize or express their emotional and

! -
feeling states and we also know that it is shared feelings that are the
bond through which relationships develop. There is a powerful implication

here regarding the "person” of the teacher,in the teaching relationship.

N Y .

The "Person"” of the Teachgg/ y

;
Recent research (Combs, et. al. 1969) on effective teaching

identified a number of related characteristics which are of interest.

They found effective téachers could be characterized as being willing

and@able to form relatioffships. They also found that effective teachers

were self-revealing rather than self-concealing and could treat their »

s -
S

Y




- 1
1

|
\

. » feelings and shortcomings as importént and significant rather than
s

hiding or covering them up. Such te\che%s were willing to disclose

_their "self" and were comfortable being themselves. As.a group they

- Ad N

expreséed concern for theit current Fhinking, feelings, beliefs and
dnder%;éndings. Finally, -effective teachers tended to view ‘other

people as being worthy, capable, frieﬂdly, internally motivated,

dependable and helpful.

Attitudinal qualities which were first discovered in psychotherapy

‘. - y

;ppear to exié%—th the relatio;ship between the teacher and the learner.
The '~ . of theéﬁ atg}tudes can "2 termed Acceptance. Thig means
respect for the individual being and a recogﬂit;on of each individual's
uniqueness. Teachers who-accepf others As whole beings, each with
distin;tive feelings, appear to have attitudinal qual;ties which
contribute to théit effectiveness in the classroom. In order to cause
children to experience satisfaction and pleasure in reading, the first
: /

step is for the teacher to prize the reader -- not the reading. It
implies a trust that he can be himself. The ;econd atfifude is
Sincefitz. This means genuinehess. This implies tﬂé teacher has a
reasonable degree of self-awareness which allows him to be in touch

\ with his own feeling/emotion states so he can avoid conveyingAﬁessages

to his students which are confusing or contradi..ory. The third

attitude is Understanding. Here the teacher tries to understand the

experience of the student from his (i.e. the student's) point of view.

It involves an attempt tc understand both the content and the emotional

components of the learner's experience.




Each of these aftitudes is based upon the teacher's recognition,
;cknowledgement,,and acceptance of hishown feelings, and the feelings
of others. By dealing with the student in tetms o% what he is
experienciﬁg at the present momené, he can be encouraged to become
aware of himself, his own growth and learning process. He can then
begin to ;ssume responsibility for its direction. This moves us out
of the focus on "repair and treatment" to a process of prevéntton,
health and growth. There is no suggestion here that teachers should
practice therapy in the classroom. The teacher who has learned to
feel, and hence to use his feelings in his teaching, has at his disposal

many of the attributes helpful in giving "success erveriences" to others.

/“When a teacher knows and understands himself and his pupils, he

- e

isiﬁettgr able to déal directly with those student behaviors he does
not liké. He is less likely to cut off everything that is human about
the child or teach in a wey which fosters only mechanical.responses in
learners.| On the contrary, he is more likely to design a learning

environment wh{ch stimulates pupil involvement in learning.

GUIDELTNES '‘FOR DEALING WITH FEELINGS AND EMOTIONS IN THE CLASSROOM

The following guidelines are based on four assumptions: (1) that
the teacher fh the classroom is willing, able and is dealing with his

i

\ )
own feelings éffectively, (2) that he has learned how to establish

‘ [
relationships with students in his class, (3) that he is open to the

"here and now"’ongoing expe1l iential nature of the classroom and (4) that
he recognizes a need to get back in contact witg/ﬁody, feelings and

U s

emotions before students can function as whole persons.

- 50 .~




Legitimizing Feelings

)
The most caring 'thing* teacher can do is to allow and encourage

children to experience the full range of all their emotions -- the

mére unpleasant as well as the pleasant. This can be facilitated when
téachers and children can mutually share a receptivity to feelings which 1
provides the means of involving the whole child in the learning task.
This implies a model of learning in which the teacher demonstrates by l
his own behavior how to integrate himself within a learning situation. }

This can be done in several ways.

First, the teacher can demonstrate it is more satisfying to be
real. This implies owning his own thoughts, féglings, actions as he
strives to be aware of his own experience. He is willing to coumunicate
with others in a direct and honest way without the usual facades and

masks. For example, let us visualize a classroom which 1is noisy,

rowdy, and chaotic. Let's assume that you, as the teacher, are
uncomfortable with this ;tate of affairs. By stating clearly that

this experience is extremely unpleasant for you and that you are unable
to proceed with the lessons at hand - such a statement does not imply

I3

blame. It simply reports your own feeling state.

Second, the teacler can be receptivé to the ~ther person. He can

listen in a non-evaluative way to the experience of the other person and

then reflect to him an accurate understanding of his experience. 1In order
to do this, the teacher must provide a "safe" classroom atmosphere
where a student can risk expressing his feelings in an open, honest and

direct way.



Third, the :=acher can chou.: some simple techniques to crystalize -

and dramatize feelings and atiitudes which previously were not
accessible to the individual in question. For ex.mple, feelings

can be a legitimate topic for discussion when a current or long-
standing problem in the classroom can be brought out-in the open where
they can be Qealt with. This allows students to ‘experience new forms

of communfcation, problem solving agd learning.

Developing Involvement

lFeelings are inherent in s~y content. In order to involve the -
student in the content of a course, (e.g. reading) their feelings
about the subjecé maiter mpst Le recognizad and accepted. Interest
in a classroom activity develops when‘a student's c;pacity to tgi;k
arises out of acceptance and understanding as he expfe;ses his feelings,
thoughts, hopes and wishes. This produces ; therapeutic étmo§phege
in which the student comes to regard the classroom as a healthy placen

to be; - a place to develop.and learn.

It is suspected that 'one's range of experience" expands or
contracts in relation to shifting feelings. If a qidér ranée of
experience is open to a student during joy than during fear, it would
seem that the teacher could extcnd the.studeat's learning experience by
learning how to effectively deal with a‘learner's negative feelings.
Such feelings become blocks and barriers to involvement and learning.
For the teacher who desires to bring about changes in behavior, shifts
in feelings and atfitudes, produce movement toward self-direction,

commitment and involvement,-developing the skills to deal effectively
) ]




with feelings and emotions becqmes a challenge and a goal. This
includes feelings which are generated within the classroom, as well as
feelings which are stimulated by the content of the reading material

itself' -

Imaginative and Creative Ways

There is a wide variety of affective techniques which have been
proposed and developed. These range from dramatizations which use
psychodrama principles, use of awareness exercises, experiential agg
discussion groups, exploration of quastions which all relate to the \

feeling/emotion components of the reading experience, - to the keepiné

of individual journals of the ongoing experiences related to reading \

|
Ain the‘classroom. The accompanying list of references can supply the
reading teacher with many approaches which he may be able to apply.to his

own setting in imaginative and creative ways.
CONCLUSION

Feelings and emotions can be incorporated into the reading
classroom as a means of stimulating and intensifying the
learning proéess of students. Evidence is accunulating which indicates
that when the attitudes of realness (genuineness-sincerity), trust-
acceptance, empathetic understanding are exhibited by a teacher,

learning is facilitated.

Joy permeates the classroom when feelings are dealt with rather

' are described

than suppressed and ignored. Excitement and "realness'
when students experience the freedom to be in touch with ongoing

" feelings and these feelings can be a part of the entire learning experience.




>

By focusing on the needs of tﬁe child, e¢.g. the need to be
treated with respect and dignity, the need to be listened to, and the
need to know that what he says is valid and important, we encourage
students to get in touch with their feelings of identity, power, and

| 4
]

connectedness, i
i

tr

The therapeutic classroom may be one approach to making education

a personal, self-developing, dignifying and humanizing process. z

e —

Greater satisfaction will grow out of the level of realness,
involvement and enthusiasm, which is generated in such a person-oriented
setting. It is difficult to predict results because enthusiasm, involve-

ment, appreciation, and the possibilities of becoming a lifetime -

‘reader are hard to measure. By extending our own explorations in this

integrated view of education, and by assessing our own experience, we
may achieve a more gratifying educational experience for students and

teachers.
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NONVERBAL COMMUNICATION IN THE CLASSROQM
. ' R. Vance Peavy

University of Victoria

1

Introduction. When the topic of nonverbal behavior is brought up
with teachers, many will reply with, "Oh, you mean-gestures and facial -
expressions -- yeah, 1 ggow all about that."” Si&ce all human beings
are constantly engaged in nonverbal behavior and mogt have at least
some degree of self awareness, there is a grain of truth in the
response. But, truthfully, can we imagine that anyone 'knows all
about' nonverbal behavior? Unlikely. Many experienced teachers will
have developed some skill in noticing and responding to nonverbal
behaviors of students. Very few have much awareness of their own
nonverbals. This }s not surprising. Ordinarily we get very little
feedback on ourinonverba s. Other people will comment on what we
verbalize but will not comment on what we signal nonverbally. 1In

other words it is very difficult to see one's self in action. Further,

almost without exception, no teacher preparation institution, no school,

and no single teacher deliberately formulates and teaches a nonverbal

curriculum.

‘ Fortunately, there is a growing knowledge of the principles and
. ; »

# processes of nonverbal communication and there are increasing attempts
P to relate this knowledge to classroom contexts. We can briefly note

six assumptions about nonverbal communication which have support from

studies in psychology, ‘sociology, and anthropology. ~




/

1,2 Whenever human beings are in contact with one

Basic reality.

'another, there exists between them a basic reality which is gacitly

1

understood and shared but not expressed in words. This T7nverbal
- - A

reality performs at least two functions: the expressioy of feeling

3

speech. Since teachers and students are in continyous interaction, the

Relationship lagguagg.3 A teacher's atfitude toward a pupil can

&

be inferred,from the way in which she loo
/

s £

him; in sitting or standing distance between self and pupils; in the

at him, or avoids looking at

types of movements which the teacher employs toward pupils, and so on.
These and other nonverbal behaviors 'set the stage' f;r tpe relationships
which are to obtain between teacher and pupil. Gaze, body attitudes,
facial expressions and distancing are Cues that signal aloofness,
intimacy, concern or indifference. Thus, we say that these cues are

the unspoken determiners of human relationships.

[

Nonverbéls carry- feelings. Although a teacher may express her
feelings verbally; tﬂese may bé contradicted or amplified by her actionms,
facial expression or posture. Pupils may be unconvinced by the words
they hear from Fheir teacher because her nonverbals give a more impor-
tant,meggage. Emotions such as fear, hate, 106e,°hnger, and'qnxiety do

fingd expression in wordé}‘however, the real power of these and similar

gmotions 1is usually conveyed by nonverbal cues such as 'tight lips',

'rigid posture’, 'warm smile', 'shaky voice', etc.




Nonverbals qpaliﬁz,a .By paying close attention to nonverbal

behaviors, a listener is able to determine just how he is to understand
'what a speaker is saying. For example, a teacher's voice may have a
tentative, quavering quality while she asks her pupils to stop talking.
The quavering voice may signal the pupils that it is all right to
continue talking in spite of the verbal orders of the téﬁcher.u Or a
teacher who invites a pupil to take a seat at her side while they work
ﬁogether on a probiem is signalling that her words can be taken
seriously, she is willing to share her attention and private space with
the pupil. A very diffe{ent 'stage' is set by the teacher who directs
the pupil to stand while she remains seated. The pupil is directed by
the distance and difference in posture to understand th;t what is

AY

transpiring between them is 'official’.

Nonverbal 1eakage.5 Another important function of nonverbal

behavior is that it 'leaks' information about the’ true motives, intenT

tions, and messages of the sénder. Using speech, most persons have a N

remarkable capacity to mask or censor their thoﬁghts ang express only ~

what will briné them advantage as they understand the situation. _Since

most persons remain relatively unaware of their own nonverbal behaviors,
/

they are unable to exert control over them and censor nonverbal

messages in the same way that they are able to control speech.

Certain nonverbal behaviors are associated with the role of 'teacher'

and 'student'.6 Throughout our culture teachers can be observed in the
act of snapping their fingers to“get attention, holding finger to 1lips

to achieve silence, folding arms to signal disapproval, and pointing to




give directions. Students learn to 'look' like they are 1is£ening;§nod
head to indicate'understanding, and 'appear' busy. Very early in school
childrenlbegin to learn,various haﬁd-;aising strategies. Various
. teacher and pupii nonverbals are used to supplement or take the place
of verbal behaviors: It is unwise for teachers to ignore or under-
estimate the importance of these nonverbals for they ;re often powerful
\ regulators of speech meanings and operate QS control social processes.

, Whenever verbal information is in doubt, missing, or misleading, then

nonverbal language is critical in determining what happens next.

»

Interpersonal communication is a two-way, reciprocating process

made up of two major ingredients: verbal and nonverbal. In the rest

/

of this paper we will attempt to underline the/importance of classroom

hopverHll communication andggive some indications of how classroom

-

teachers can develop their own nonverbal potentials.

3

Verbal domination. There is little doubt that the majority of

classrooms from kindergarten to graduate school arc dominated by 'teacher_
talk,' and rarely does the proportion of teacher-talk fall beldow 50%
cf the total speech flow. In many secondary classroéms this ratio ~
7 increases to 80% and above. In university classrooms the proportion

of teacher talk is frequently over 90% and a 997 domination is not unheard

of. - ’

One way to combat the verbal-domination of students by teachers --
a condition Ivan Illich has named 'narratiqn sickness' -- is to recognize
that human meaning rests on much more than.words. Often it is the

nonverbal that carries the real message impact and shows the truth (or

\
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lack of it) in what we say.

a

What we say is certaihly important; and how we speak may be even
more important, f The tone, rate, volume and pitch of our voice, the
.pauses, ghd the non-speech signs that accompany our words may say a
, great deal more, including, the truth, than words alone say. When we .

learn to listen to how a person speaks as well as hearing what he

says, we are tuning in to the subtle language of the nonverbal. ‘This

is the language of the 'pointing' finger, the 'loving' glange, the
"strutting' walk, the 'furtive' smile, and the 'thoughtful' silence;
it is also the 'touch' of the hand, the 'look' of the face, the

'movement' of the body.

! » .
Consider the following brief teaching sequence that illustrates the
* language of nonverbal in action.

3
&
. The teacher: walked from the desk toward the children; opened a

book ; looked down at a question in the planbook; placed her left hand on
top of the-page; looked up at the children; closed the book on finger;
raised hand to write on board; wrote 'Describe the cloud formation you

—— -—-gee today,'; turned toward thE’cIé§§f’lookedladd“ﬁéjdted to a boy near .

. the window. This sequence was done nonverbally, effectively and with

good control. :

Movements and expressions are of two kinds. Many of the bodily ~
movements and facial expressions used by teachers fall in one of two
classes: instructional or personal. Instructional motions are an

integral part of.:the teaching process and may be performed either

consciously or unconsciously. When a teacher points to an
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area on a map, she is using an instructional motion. Such a motion

P

communicates essential meanings which are directly related to the 5

teaching task.- A skilled teacher has learnecd that correctly used
. P

instructidnal motions are economical apnd effective, and put her mpre

'in touch' with the children's meaning level.

a

Y
.

. ¢ . . . .
In contrast to deliberate instructional motions, we can, observe a

teacher.scratching her ea}, adjusting jewelry or-clothing, walking with

»

a stiff gait, folding her arms across her chest, or rising from-.a ¢ ‘s

chair in a graceful, centered movement. These motions are personal

“ ‘ - .
and uo. deliberaiely used by a teacher to supplement instructional -

,

]

speech.

. ~
. -

Personal motions are signs of what one censtiously ov subconsciously

-

has learned as important self—presentiﬁg’ggstures; they -indicate efforts

]

to gain balance, reduce tension and achieve bodily coﬁfort; and they may

indfcate such inner states as.preoccupations, tension, headaches,

and so on.

o
-
R

<i Informal resedrch suggcgts that about 25% of teacher motions can be

2

classed as personal and ‘about 75% as instructional. Ironically, it is

often the personal motions that carry the most powerful messages in

classroom interactioﬁijust as in other aspects of daily living. .
LN ’ . :

Actions and feelings are inseparable. The impact of our actions is

N L 3
especially significant with regard to'feelings, since action is insepar-~

able from the feelings we either knowingly or unwittingly express in our
daily interactions. It is just these feeiings that determine the

effectiveness of our actual relationships on the intimate, social )

'
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and working levels. — - .

With feelings, others will often rely, more 6n what we do -- that

is,; rely on our gestures, posture, movements, and what we say. This is

N > R .
especially true when feelings are masked ot contfaé%ﬁtqiz.
NS

Consider the following example of intercommunication between a

/Erincipal and group of students. A number of intervening comments by

‘both principal and students have been omitted. A

e

Principal: (Walking behind desk and sitting back in xt.air.) "Come in /////

and sit down. I'm sure you know that my door is always open. We need

to keep all the issueé.out in the open. Communicatioq ig(Zmportant.

Student; "I'd like tc find out why I was tol

and given a lectyre.by.Mr. ... All i was doinf was holding hgfds with
my boyfriend out in front of the building." //V,
Principal: (Sﬁalipg and leaning forward.) "I'm s:;j/ycﬁ”re aware of

the schooi rules -about that. I'm not prepared to dfscuss that whole

matter again."’ //J/

.

Iﬁ the first instance the principal’ ,Qords appear to ipvite
, <«
- -openness and frankness, while his physjical actions separate him from
the students. In the seéond, whilg the facial expression and body
- ‘movement suggest friendliness,,zﬁe principal's words denote distance and
/ -
-closedness. .

Persons who have keen awareness of nonverbal behavior can

accurately communicéte their own feelings and intentions. They are




\

more §ubcessfu1 in working relationships where persuasion,' leadership

s

;/ipd'organiziﬁg of others is involved, than are ‘individuals with limited
"/ . -

awareness of nonverbal communication. .

‘/

The teacher with high nonverbal awareness is able to aréange the
environment cf the classroom so as to enhance learning, communication
and ifdteraction. The physical space people work in acts as a background
for their cpmmunicative interactions and can either foster/or deter
effective and lively ways of 1earrin5 and relating. Habi%ﬁal and

rigid schemes of arraqging classfoom furniture can go a long way toward

'deadening' the classroom atmosphere.

Teachers transmit attitudes to children. Some teachers have
L .
developed d fatalistic (there is nothing I can do; I don't have enough
space) and |insensitive attitude toward nonverbal communication (children

are here to learn, we don't Have time for mov:. g around and 'playing'

‘ ) !
with the furniture). [
‘ |
i

One can hardly fail to ﬁe profoundly impresseg with the

.

insensitivity that is shown Qy many university students to the

communicative aspects of claséroom learning. t is as though they have
learned that the classroom is\a place where one comes to die for 50
minutes and this event should p?eferably take pléce as far from the
instructor as possible. Furthefi many exhibit strong resistance to new
and experimental patterns of communication that would.engage them as
active partiEipants. Unless teachers at all levels of schooling are
turned on to\the nonverbal in theif\own classroom behavior and

i
environment,:they indirectly foster fatalistic and insensitive attitudes

\




in their pupils.

AN
N\,

\\ The range and total number of nonverbal behaviors is enormous. A

\\tareful analysis suggests that most nonverbal behavior expresses one

of three feelings: 1like-dislike, status, or responsiveness. Each of
these is important in teaching. When we like something - whether it is
a person, an object or an idea - we approach. Whatever we dislike,

we avoid.

Consider the following example of positive nonverbal communication
from a second-grader; "Guess what, Mom? My teacher likes me!"
"Why, Jimmy, what did she say?" "She didn't say nothing, but I know

she likes me, 'cause when I was reading she put her arm around me and

smiled at me. She's nice, I like school!"

There is probably no human arrangement on earth where status
does not play some part. Certainly, an important dimension in
classroom interaction is status. Status-éctions communicate a
controlling or'dominance-submissive attitude. A teacher may send
status messages through speech: '"No one gets away with that in my

room!" or "When you are older, you will know the answer to that."

However, other status messages are sent through nonverbal means.
. The arrangement of furniture, starding 'tail in the saddle' behind the
L}
lectern, making a child stand while being reprimanded, or, conversely,

standing while tne child is cowering in a chair, are all means of

conferring status.




A great deal of classroom conflict revolves around issues of

status. Consider the following comments by a ninth-grader:

"I just can't stand the way Mr. X 'puffs' out his chest and marches
up and down in front of the class. He spouts off like no one else knew
anything. You'd thiuk he'd'realize how he looks - like a toad or
something." It is a pretty safe bet that the status message this
teacher presents,in’his manﬁér of walking, posture and sound of voice

have a powerful impact on students. . -

Responsiveness refers to the degree of one person's awareness of,
and reaction to, another. A highly responsive teacher has a stimulating
effect upon students; - he is alive, active and aware;of 'what's going
on here.' On the other hand, a teacher who is tired, indifferent,
and apathetic is only vaguely awdre of pupils>and has a deadening effect.
Mucﬁ 1ive1y'responsivene§§ is shown through such nonverbals as posture,

)
facial expression, tone of voice and eye contact.

Training is needed. Sensitivé teachers have some awareness of the
nonverbai. For example, one teacher commentgd, "When I see a child
starting to distract other children, I seldom say anything. Instead
I may fust look at him.quietly and firmiy; other times I nod my head
slightly and give a smile that recognizes but does not encourage, or I
may even walk towards him, or beckon him to where I'am, and then give

him some new task.'

Another experienced teacher observed: 'When I look at work which

a pupil is doing at his seat, I often put my hand on his shoulder. He




knows that for this moment, I am really paying atggﬁftvn\tqkhim."

These remarks show a sensitivity to the influence of nonverbal

comnunication in the classroom.

%

For the most part though, teachérs remain ignorént of their non-
verbal influence. And why wouldn't they be? Although nonverbal is a
powerful and pervasive influence in learning, it remrins unnoticed

in most teacher education programs. In one of ther more extensive

—_—

studies of nonverbal communication in teaphing,kﬁsibara Grant and

Dorothy Hennings7 conclude that teaching effectiveness can be improved

by: . - .
- training to increase a teachers' awareness of the nonverbal in

» the classroom, especially one's own behaviors;

.~ experimenting with, andigractising, new nonverbal options, and

™~ a
- deliberate selection by the teacher of those options that more

. P
efficiently meet the teaching/learning needs of a clagsroom.

How ié.the_teacher tQ increase his rénge of nonverbal options? In
formal traf&ing; such as a teacher educatioﬂ progr;m at a university,
there is little p;ssibility for the development and practice of nonverbal
awareness, until the importanée of the nonverbal is 'unofficially'
_recognized by the goverﬁing bodies of faculties of education. While
suc¢h writers as Aldous Huxley have emphasized the importance of the
'nonverbal humanin%es' for many years, serious attention to nonverbal

behavior within ed-ication is just now beginning.

At present, such informal methods as workshops and self-study,

are feasiblé means of bringing the ABCs of the nonverbal to classroom

»

R




teachers. These ABCs of the nonverbal are: Awareness, Behavior and

Epmmunication.

A teacher who has increased his nonverbal awareness, has developed

s e

more conscious control -over his own nonverbal behaviors. Shéﬁ a
teacher has incorporated his awareness and conscious behavior into
patterns of effective interpersonal communication and has begun to
master the ABCs of the nonverbal. We will now examine two informal

methods for seeking these goals.

P

Selgjhelé with nonverbal behavior. For the tcacher who has mo

access to formal courses ‘on nonverbal communication and who wishes to

actualize his ronverbal potential, we have worked out a program of -

i

. s 8 . .
self-activated nonverbal development (SAND). It requires a learning
partner, a set of reading materials, several observation inventories,

and a fair degree of splf-motivation. Here is a brief description of

3

SAND, which consists of seven steps that can be carried out in any

o

school setting.

1. Partner. The first step is to choose one or several partners who

teach in the same building as you and who share your interest in

nonverhal communication.

.

2. Read and share. The. second step is to read and then discuss with
your partners a set of resource materials on nonverbal communicdtion. .

Reading and discussing the materials starts the process of awareness.

3. Self-observation. The third step is to complete a norverbal

¢

behavior inventory for yourself. This will help you focus on your own

-




behéviors. After each partné} has completed an inventory, they meet,
discuss and share reactions with one another; At this point you

should try to identify those behaviors most typical of yourself.

4. Mutual observation. The fourth step is to visit each other's

classrooms for several brief (20-30 minutes) periods for the express

ﬁurpose.of noting each other's nonverbal behavior and how pupils react

to them. /

5. Optians. After each person has observed the other partner ;in
action' they medt for the purpose of comparing self-observations with
observations by another. They the? decide on some 'options' to
replace, improve or further develop typical verbal ;nd nonverbal
behavior. It is very important to rgmember that options include

substituting a nonverbal behavior fof’a vefbal' replacing one nonverbal

behavior with’ another' fuxther devel’oping or monymg an already

existing nonverbal action or reblaclng a nonverbal with a verbal-
behavior. Check out your decisions with your partner and listen to

his reactions.

6. Exgeriment: Now try out, play with, and experiment with these
options in your classroom. Remember, that a teacher who has increased
nonverbal awareness, and who has developed a greater range of physical
actions, has also increased her mental awareness. Everything we try

doesn't work. If something doesn't work, don't use it. If it does,

develop it further.

2

7. Review. After having completed the six steps outlined above, meet

with your partner(s) and share your reactions to what you have discovered o

about yourself and others in the subtle world of the nonverbal. You may




.

‘evep decide to initiate a second cycle of SAND.

i

Fof the classroom teacher who wishes to pursue the study of
nonverbal and the implications of.nonverbal to his own teaching, we
[ ) .'t:f
suggest the following materials as intetesting, informative, Qgg\ugé%ulz

Grant, B. and D. Hennings. The teacher moves.- New York: Teachers
QOllege Press, 1971. 5

Peavy, R.V. Nonverbal communication self-training materials for the
classroom teacher. University.@f Victoria, Faculty of Educatien
Reports, May,.1973.

Fast, J. Body language. New York: M. Evans and Company, 1970.

Scheflen, A. Body 1aﬁguage°and social order. Englewood Cliffs, New
Jersey: Spectrum Books, 1972, A

Galloway, C. "Nonverbal communication." Instructor. 77: 37-42,
April, 1968. : ~ :

Sax, B. ''Nonverbal communication and its implication for the classroom
teacher." Alberta English '72. Spring, 1973, 35-38.

a

IN CONCLUSION . C

Why should a classroom teacher endeavour to better understand

. /‘
and use nonverbal behaviors? One very important result is the. increase

»

in self-awareness and accompanying ability to use a greater range of

options in most communicative encounters. The key to solving difficult

interpersonal conflicts often rests in one's ability to understand
. ) .

nonverbal cues. More effective instruction depends in part on better

.

utilization of communication--especially reduction of teépher "talk",
and better rapport with students. How the teacher presents himself as
a person is of utmost importance in the classroom. This has been

-

masterfully demonstrated by Bel Kaufman in Up the d&wn staircase.




Certainly a large part of Miss Barret's rapport with ‘her students was

e

determined by her personal appearance and clothes. Our clothes, our

jewelry, our body adornments and personal objects which we character-

.

istiékfly use, are part of that realm of nonverbal called "object
language". Th;se items act as important regu}ators of communicaeién
. with our pupils, colleagues, and parents. Finally, an increased i
awareness of the nonverbal can lead to greater clarity of communication
‘ in all relatidﬁships, a better control over subtle determiners of
meaning, and may evén reduce deception. That great philosopher of
communication, Martin Buber, has observed that the loss 6f genuine
dialogue at all levels of social interaction is the sickness of our age.
Any individual who takes steps to improve and authenticate his own
dialogue is doing his bit to remedy the sickness. Teachers are in -
.
especial}y important positions, for by'direct example and by

instruction, they have the opportunity to influence countless others

in the direction of improved, authentic communication.

|
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A STRUCTURE FOR A READING PROGRAM K-12 T
. Floyd W. Davis '

N Seattle Public Schools

It should come as mo surprise that so-called "coordinated and
articulated'" reading programs.Grades K-12, very often are not really
programs at all. There Aa} indeed be a set of materials for each grade
level, or for several grades in succession and teachers may be slavishly
_ following the Feachers' guide; but there is se}dom a well thought out
- management system or a clear-cut idea of all the necessary components sO
esseﬂiial,to atsuccessful reading program. All too often it is assumed
by administfhtqrs that the acquisiti?n or adoption of a series of
textbooks or of a neighboring district's well-publicized set of objectives
is all that is necessary for teaching reading, and while many districts
are considerably limited in their ability to. develop programs} the

situation is not unresolvable.

To help those who would do more than copy, this paper will first
describe a model for a K-12 articulated and coordinated reading program

and second, it will offer suggestions for implementing that model.

A
L ]

Before describing or proposing a reading sy;tem, it is impértant to
review some basic tenets. Most of the following are well documented and
discussed in the literature, but for the sake of brevity they will simply
be stated without notation.: - : 7

. ‘

1. There is no one best method, techniqué: or set of materials for a
specified group of children. This statement ‘does not hold for the
individualt There may, indeed, be one best method, technique, or
piece of material for an individual, but not so for the Mroup.

2, The phonics first, br the alphabetic-phonetic approach appears to

work best with most children. The key word is most.  Some

children learn best with a '"sight'" approach and some seem to just_Jearn.




/

3. One major purpose for teaching phonics is to be able to stop teaching

phonics.
4. One major purpose for using a basal reader is to be able to stop using
\\ a basal reader. 4
\ ~ 5, The évidence seems clear that early readers and children exposed
| to reading at ‘the Kindergarten level do retain an academic advantage
\ - throughout their school years.
S 6. TReading can be taught to kindergarten children in an acceptabie

\ manner and without psychological or physiological damage.
7. If a child has not learned to read reasonably weil by the end.of
grade three, a repeat of materials and methods previously experienced
) is,nét—sufficient.
8. Isolation of the slow learner or disabled reader is usually of little
help and probably does considerable harm. The severely disabled may
\ require periodswof isolation, but they also need and require association
with a normal model. '

9 Beyond third grade, the reading program must be designed to improve
rate, power, and the '"how to read" study skills, in effect an
extension of the basics rather than a repeat of more and more 'phonics.Y

gThe;basic skills of reading must be taught in required courses through
\ grade eight and in elective courses beyond that level.
11. | Full graduation credit must be offered for reading courses at the
7 secondary level.
i?.’ %eadlng and writing are not necessarlly mutually reinforcing.
L@nguage 1s essential to both and certalnly reinforces the ab111ty
td read, but writing is not absolutely necessary to reinforce and
s&pport reading. Frequently a lesson in writing is called a lesson
in reading. " One is encoding whilé the other is decoding and
’ tethers must be aware of the different skills involved.

13. The relationship between reading and writing is positive, but the
correlation is not exceptionally high.

14. One tannot write without being abie to read, but the converse is
not true.

15, Phonics beyond the initial phase§ of decoding must be taught for

encoding purposes.

S




16. Individualized teaching/instruction cannot occur with large groups
in a form that can be truly labelled individualized. )

17. There is no such thing as pure individualization. There are

organizational systems which can help minimize the negative effects |

of rigid group pacing, but true individualization is not achievable.

within the current state of the art.

18. In general remedial reading programs have not proven highly successful.

Alternatives for students who are slow or who are language disabled
must be found.

19. Students who have a problem in reading must be accepted into the //
regular réading program and not pressured or coerced beyond or ’
below their capab111t1es . ’ // .

20. Because of the societal make-up of the population in this countr/

schools, teachers, and administrators have only one soc1al imperative

and that is to teach' children to read. This does not deny the need

to teach mathematics skills, scientific knowledge and so on; it
merely takes into account a fact of life. The non-reader, except
in very rare cases, is doomed to a life at the lower end of the
socio-economic ladder. There are many other items that might be

mentioned, but these will sufficg‘as a way to begin this discussion.
c &

In addition to the infor%ation presented above it is nécessary for
the reading program planner to identify or classify the kinds of reading
problems which are generally found in all school buildings, and since it
is impossible in this short paber to deal with finite areas, some
grouping must be done for the sake of efficiency and economy. Taking
into account that the following is over-simplified, readers can be
grouped into, roughly, four categories: (a) average to better than
average, (b) reluctant, (c) remedial, and (d) disabled. Within the
average to better-than-average grbup, there are several kinds of readers:
(1) the truly gifted child, (2) the~stgiver, or over-achiever, .and the
general or average reader. Under the reluctant reader, there are
probably two categories: (a) the disinterested reader, and (b) the
low-ability child. The remed1a1 reader encompasses those supporting
an educational or environmental handicap which precluded an adequate

educational opportunity. Under the disabled rcader there are at least .

/




\

.

two categories: (&) the physiologically handigdppea ¢hild, and (b) the

severely academically or sociolpgically deprived. Schematically this .

" categorization cah be shown as follows :

General Categories of Reading Abilities

AVERAGE TO BETTER "RELUCTANT | | REMEDIAL DISABLED
_ THAN AVERAGE o o '

,,,,, l o 1T
truly gifted | disinterested | |environmentally| {physiologically
strive:; low ability and handicagped
general academically : .

N o . .
deprived sociologic

While these categories are not easily defined and are. sometimes even
less well diagnosed, they éxistifrom\;he day a class arrives in kindergarten,
and thle relative numbers may change, “each will exist to s;me degree
throughout the school years. The unfortunate aspect is that school
personnel know almost nothing about setting up total programs to deal w1th
each in its own way. The ideal operation would be to set up a general
program which individualizes the reading assigﬁments for all students in :
consort with special facilities for treating needs at all 1eveis of
achievement Such a program can be described as follows:

1. Set up an individualized readimg center 1n which all ch11dren are
scheduled from grades four through twelve.-
2.  Remove the teaching of’ 11terature from the English program and
transfer literature unlts 1nto the individualized reading certer.
3. Convert the English program into a true basic skills approach with
. emphasis on the fundamentals of writing, spelling, speaking, and

[

communicating. ' .
4, Set up a study skills center into which students W1th a special
problem or need can be sent for reinforcement and supplementary
tutoring. This is not a remedital center; it is a place where.the
good reader can work on increased vate alongside the slower student F
who needs help on.sight vocabulary.
5. Schedule students with reading problems around such heavy reading

classes as social studies, elective literature classes, and other

7

b

~F
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print oriented programs. These students can be given individual

assignments jin these content areas and permitted to work them out

in the clinic or lab. These relationships are schematized in Figure 1}/,/

e
-

r’e

It should be nbted that for the disabled reader, the program jusf
descr1bed may still not be intensive enough and special classes-may have
“to be arranged which will tend to isolate the child for a tihe. The
1ph1losophy must be'one of inclusion rather than excluslon, but in a few
cases isolation frém the regular clas may be 'unavoidaple. Inclus1on'
refers to the attempt to keep all students in a normal learning environment
surrounded by a heterogeneous grouping of peers rather than isoiation
into special classes full of others who are failing. The individualized
) reading center approach will provide very adequately for the disabled
reader, but it will not teach intensive phonics or word recognition.
The model just described for Grades 4-12 is based on an inclusion philosophy
since it provides for all ability levela without prejudifa.
. The same philosobhy must prevail for the primary grades, but special
consideration is required during these precious years. The primary
grades are left for second mention since it is important to design the
primary program with a long-range goal in mihd, namely the needs of the .

-

high schr »' graduate. ) - T

It is probably best to Begin with kindergarten and to work upward.
Some general comments will be offered followed by a more piecise

descripti.an of an operating program.

It is imperative that a reading program be Operational as soon as
the child comes to school...preschool, kindergarten, or first grade.
It probably is not as important as to what constitutes the content and
the style-of the reading program as it 1s that someth@ng be dgés even
in a micimal way to introduce and implement begi.ning reading cencepts |
and Simple skllla. Of courSe it 1is assumad that humaneness, good
sense, and some attention to basic research will prevail, but to
paraphrase Siegfriéd Engelmand, "I§~you doa;t teach it, you won't get o
it back." . The old idea that one must wait until the child is ready is

. e
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fallacious since some children will never be ready without help. Therefore,
© it is imperative that a reading program begin in kindergarten with an
emphasis upon language develcpment and the relationship that language

has to the alphabetic symbols. It is impecrative that children learn

early about letter combinations called "words", and that sufficient tiime

be provided for practice and appiication. The following goals are

offered as generalizations ics a kindergarten reading program. Note

that they are not rigid nor behaviorally stated, but they are testable

and reasonable.

The reading period in the kindergarten should probably be limited
to 15 or 20 minutes, but like all other activities, the teacher mugt
schedule according to the needs of the class. There may be days when
interest runs high and extension of the pericd will be beneficial. On
other days children may be very non-receptive and the wise teacher should
be ready to drop the actlvity and to proceced to more productive vork.
The goals of the kindergarten reading program are aé follows :
All children will:
1. Be exposcd to and know how to write and recite the alphabet,
- both lower and upper case. .
2. Recognize by sight and orally 1dent1fy the names of both lower
and upper case letters, -
3. Be able to relate some of the letters to sounds, especially
the consistent consonants and the short vowels,
4, ée able to decode monosyllabic words containing short vowels.
5. Be able to write some of the more common monosyllabic words:
learned under (4.) above, '
6. Be able to read and comprechend very short sentences using the

previously lcarned monosyllabic words.

These goals are more or less ideal and not all childfen will be
capable uf obtaining the ideal. Some, of course, W111~surpass highest
expectations.  Most, however, will be ablec to rcach these goals without
undue pressure, and have a, great deal of fun and sense of accomplishment
in doing so. Again, the professional judgment of the teacher is
invaluable in setting up the processes %0 reach the objective. It nust -

-
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be noted that these activities are not intended to fully supplant other
desirable programs in art, music, motor development and so forth, but
it is imperdtive that time be alloted for reading on a regular daily basis.
3
At the conclusion—of kindergartén, a reading program must be dcsigned

to treat all children who will evéntuall} fali into the four categories
noted above. ~ Such a program must offer sogething specifip for everyonc,
yet it must have a general or basic sequence of skills ;é be taught to M
all. For example, since the accelerated child xeﬁas to surpass all
others in the classroomy it is moSt important that copious materials and
unrestricted progress be provided. Materials can be-in the form of
paperBack books, comic books, magazines, little class newspaﬁers; and
pamphlets and unrestrig;ed progress can be prbvidéd through a self-

~ selection rcutine. G;neral or average readers probably will operate
wgll within the bgsic program, but can use these same trade-type
materials as reinforcing agents. Thé slow veader and the disinterested
reader needs the same kinds of support materials to keep interest high

and to build attitudes that are positive relative to’ wanting to read.
{ - ‘ .

A t

The low-ability child must be permitted to achieve at an individual
but constant and steady fate. It is ridiculous to set up specfal classes
in first and second grade to accelerate the slow feadgr when it is quite
apparent that the child is unable to-achieve to that magic thing called
"grade level”, at least in these early stafes. _ For the low-ability

N reader, a simple rerognition of the child's‘abiiities and the gearihg of
brequirements accordingly, is essential. For the academically
deprived it is iﬁbérative that the child must bz associated with others
at the accelerated and the general or average level as much as is
possible.. The academiéally deprived child should be given the opportunity
to read cons&antiy, even to the minimizing of other activities suc& as i
foreign language, mathematics and other more technical kinds of offer;ngs.

Once the experience level has been raised to approximate age-grade placement,
Q

)

other subjects will be much more easily covered. -
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A program that does not have a built-in identification and diagnostic
procedure is not complete. Such a diagnostic-prescriptive operation must

provide a basic overall screening to identify the potential learning

disabled children in the early stagés’of beginning reading. For the
first grade or two, such a child must observed and tracked very
carefully, but not specizlly placed. Many times ghildren are wrongly

diagnosed as being language disabled when maturity will erase the problem.
Conversely many children are béing called. immature when a disability B ’
actually Q;ists. For the child who is mot immature but exhibits a
potential reading problem, an intervention program must be sct up that
will treﬁt specific deficiencies with éery specific methods and techniques.
. : ) ‘ Y

For the disabled reader, provision must be made, in addition to the
regular reading program, “*for training in visuall auditory, motor, and
lapguage disabilities. IE is not likely that these functions exist in

isolation as illustrated by the €ollowing :

‘ . visual 4 auditory motdr language
VISUAL : X X X
" i AUDITORY X X 7'p
; ' f
) MOTOR .- » X
LANGUAGE
. | )
. Visual-auditory, ﬁisual flotor, visual-language, etc., or combinations °
involving more than two variables must becomc a standard part of the .
intervention program. Each of the disabil}ties is discussed at ]eﬁéth

in various journais a;d professional ?gxtbooks and will not warrant furthcr
cbnsideraiion!for the purposes of this paper. Suffice it to say that the
children exhibiting deficiencies in these categories must be watched very
carefully and must be constantly ig-evaluated to see tpat brogressiis normal

and that intervention programs are not losthof dropped from the total

N -
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reading cprriculah. Again, the approach is one of inclusion with
exclusion only in very severe and special cases. '
. ;. _ ' ‘ ‘

To move back to the general program there are some proven methods,
techniques, anrd schedules ;hat Qill accommodate these’ special and
general needs. In order to foster a viable reading program in the
primary grades, some attempt must be made at lowering class size to the
degree that a reasonable amount of 1nd1v1dua11zat10n can take place. In
districts where funds will not permit hiring of extra teachers, a simple- ’
administrative écheduling device can be employed and strengthened even
furthe? with the implementation of a program that has been given the
acrenym PRIMIR (PRIMary Individualized Readlng) Special schedules in
and of themselves contribute Tittlie to the act of learning to read.
Schedules areg deV1ces to move time, people, and materials from one
place to another, but in the reading program, unless some change occurs

51mu1taneously within the curriculum, 11tt1e of wbrth will result from

changxng,schedules However, when a well planned curriculum change or
operation is implemented, there are usually certain schedule changes that
will promote better operations. In the case of the primary progran,

the divided day or sp11t -day schedule is beneficial, since it is an
administrative deV1ce that sets up, small groups of children for the o
reading period.  The following schematic illustrates the divided day.

or split-day schedule.

. 8:40 a.m. .
8:50 a.m. Morning Group Arrives .
9:50 a.m. A.M. Reading Program .
10:00 a.m. Recess - Second group arrives
’ Morring activities for entire
class - Language arys, P.E.,
. Mathematics, art, sokial studies, *
] music, etc. )
, 12:00 noon . T "
12:30 p.m. Lunch ’
c g ! Afternoon altivities for entire
class - Language arts, P.E.,
Mathematics, art, social studies
music, etc.
2:15 p.m. v . i -
.. 2:25p.m. "Recess - Morning group goes home . '
3:25-p.m, P.M. Reading Program
O ’ - 82 -
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. The usual morning routines, such as attendance taking, money collection
- 4

and flag saluting, are delayed until all children arrive at school. Each

reading session, A.M. or P.M., is kept as frce of interruption and

a

administrative clutter as is possible.

Note that the day is divided so that there are two reading periods
--one in the A.M. and one in the P.M. The times on this sample schedule '
are for illustration only and local time blocks must be determined by
d1str1ct pclicy. The example indicates the first group arrives at
8:40 a.m. and begins reading at 8:50 a.m. At ;15 p.m. the first or
early arriving group goe§ home, and at 2:25 p.m., the late arrivals or
second group starts to read. "It should be apparent that no more than
one-half of the class need be present during the reading periods.

There is a caution on the grouping or scheduling of children in this
program. The general tendency is to place the '"immature" children in
the morning class and the "mature" children in the afternoon class. This

is tantamouut to grouping slow readers and fast readers into two groups,

and there is no_data that supports the notion that immature children
learn best in the morning. In fact, there is somé evidence that e -
separaflng children into slow, mediur, *and fast groups is detr1menta1
expecially to the slow ch11drcn. Furthermore, it has been the experlence
of those who have formulated and implemented this program that in general

a heterogeneous grouping obtains the bestpresdlts.'

Within the divided day there are many approaches that can be used,
but the one cited here, the PRIMIR, is a program that consists of four.
major elements: a total group approach a basal group, a self- selectlon
activity, and a one-to-one conference with the teacher. "A brief

. /
description of each major thegory_or major function is as follows:

In the total group the process is to present sequéﬁtaal lessons on -
decod1ng and conceptual sk1lls as they are presented in a basal reader.
The lesson presented to the total group is the same lesson that would , ;
ordinarily be presented to the top group or reader in the_;lass. Teaching

to the top for this short interval keeps the- accelerated interested and

a
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challenged and makes the initial introduction to the slower readers.

Thore will be time to repeat the presentation in another setting.

The total group presentation is presented almost entirely in a
verbal mode. The skill presented in this way makes more of an imprcssion
on the child who may have difficulties since that child will hear others R
repeat the skills being taught. This is espec1ally valuable for boys who

tend to° need sounds recpeated several times.

When the program moves into the middle of the first or into the

second grade, the total group presentation provides the opportunity to ‘

build compfehension and thinking skills.  Later on, as children gain
more and more independence, the need for the total group diminishes- and
the need"for additional time in the basal group and in the conference -
increases. '

Following the brief presentation made to the total group is a basal
group activi:y. This group is made up of small numbers of children for
two pdrposes: the first is to obtain a check on the children's ability
in basic skills areas, and the second is to provide an opportunity for I,
children to read orally for the teacher. -

. ) R * \

Once again, all children must be constantly involved. The pract1ce
of readlng around the ¢ircle or permitting one child to read at the .c
expense of others is forbidden. Since the basic tenet of individualized
reading is to encourage children to vead, then practice in reading is the
key word. Children who sit and listen to othcxs”read may cnjoy the

activity, hut it is doubtful that much reading prof1C1ency is gained .

through such a process.

) - /. N\ .
*~ The basal group is nonstatic and is formed on a day-to-day basis

’
-

for the purpose of" present1ng a specific skill, pract1ce seSS1on or ' .
concept. For example, “if the teacher detects that five ch11dren are

hav1ng trouble with initial consonant substitution, the basal group for
that day is made up of those children and a lesson is taught‘yut of the
basal reader to help minimize that problem or deficiency. That group

may never meet together again; Or new children may join them; or they

~
-
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may meet agaiﬁ for a repeat of the very same coﬁzept.

Other techniques within the PRIMIR program include pairing of
children to create companion readers. The process is called "child-on-

child" teaching and is probably one of the most effective methods, for

helping reluctant readers. .

.

The self-selection program ‘includes ail&the pupils who are not
involved in some other activity. The self-selection group or activity
is self-descriptive and means exactly what the title implies. The
éﬁildren select any piece of reading material available in the room or
in the school. .

‘

The rationale for self-selegtion is to permit children to réaa -
material which appeals to the individual taste in ferm; of reading
difficulty and interest. Research has shown that children will learn
to™read more rapidly when they read material that is appealing,
motivating and has been chosen Qithout direction from an adult. -

The self-selectioﬁ program is the practice session of the PRIMIR

approach,

-

4 - ]

Children like variety, especially when they are young and eager -to

this need and to facilitate prescriptive requirements: if decmed necessary.

explore. The PRIMIR program utilizes a stations approach to accémmodate .
|
|
|
\

The stati9ns-roﬁtine provides specific material or’ equipment iﬂ " .
different locations in the room, each with a station number. Fof*'/“\ |
example, a tape recorder where children can record the reading of a story .

and listen to it played back might be’Station One.- A taple with reading .
éames mighttﬁe'Statiéa Two. A film-strib projector, a fil@strip reader,

a tape recorder with prerecorded stories, or a set of manipulatory toys 9

for improving eye-hand coordination can be set up as stations.

. L T 91
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Perhaps the most important part of the PRIMIR program is the individual
conference.” This is the timeé of day when the teacher schedules each child
on a rotating basis for an individual conference. This is the one-to-one
relationship that is so essentialtto‘tﬁe individualized reading process.

Of course, each child cannot be scheduled every day. The best schedule

for each reading session allows time for approximately four conferences on

the average. If this schedule is met with:regularity, every child will

be conferenced once every six or seven days in a regular program with

twenty-five children in the room; and on the divided day, every child

must be recycled for a conference about every three or four days. 3
The major ﬁurposes of the conference are twofold: First,'the

conference is held tu determiné the child's basic skills in reading;

and secondly, it is held to help the teacher check the child's comprehension

(understanding of and emotjonal reponse to the material being read).
Initjally, each conference may last® for five minutes or so, but as time
progresses, the teacher will find it desirable and necessary to vary the

length of each meeting.

“

’ W1th1n the PRIMIR program, a basal reader is emploxed as a ‘skills
strand and stince research 1nd1cates that the alphabetic- phonetlc approach
is somewhat superior to the so-called look-say, or whole word, it is -

recommended that a schooi district replenish its supply of readers with

.a modern up-to-date set of readers that employs a consistent sound-symbol

relatlonshlp. " In addition to the basic strand mater1als parallel

readers are reqpired as.wetl-as ail kinds of trade materials such.as

paperback books, comic books, magazines, etc.. The schematic¢ below
indicates how these materials work compatibly:
, - .
%
L) i °
4
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,BASIC
SKILLS
- STRAND /
PARALLEL : SELF_SELECT
READERS ﬁ , ACTIVITIES
TSR S N e e
| Basal readers ) NO i YES! L. Paperbacks -
\ M 4 .
Literature ! | Cames
Short stories ) NO l YES ¢ \ Listening activities
N 7 4
LI R | 1 e
B ! ’ ’ ':““\"‘"". v
. . . .
© . v P
tASSIGNMENT ,
' COMPLETED | -
. e R
| ASSIGNMENT|
! 3> I . ».
‘ MADE : . } .
[ e ® \.! 7 L 3
- - " As a chxld progresses up the SklllS Jtrand, options are prov1ded éor
reteachlng of reynforcement. If the a551gnmqnt is net completed the
ch11d can be recycled 1nto parallel readeTs. If the” assigmment is
r . comp}eted the ch11d is reinforced through self select act1v1t1es

In summary a primary reading prbgram is more than a_set of readers,
three groups and a workboock. It must include specific activifies for
: all abilities, strengths and weaknesses. One program u051gned to. prov1de
the time and organizational schemata is the PRIMER program
v
Leaving the primary grades and moving into the intermediate grades
again, there is a need to continue and exterd the basic'fuﬂﬂamentals that

have been taughtsand fostered in the-primary grades. .

34
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For the purposes of this paper, a program will be described which has
been dubbed "the I.R.C." or the Individualized Reading Center. While the
Individualized Reading Center wés established first and the PRIMIR program
an outgrowth therefrom, the two are obviously compatible with cach other
sinée the PRIMIR program contains e%ements found in the I'R\C' The —
Individualized Reading Center is set up to teach reading to all ability
levels. This is made possible by the major elements con;ained in the
reading center. The first is a self—éacing routine; the second is a
self-selection of reading materials; the third is a teaﬁher conference
for individual diagnosis and prescription; and the fourth is the teaching
. of the basic skills of power, efficiency, and "How-To" reading. These
various generalizable skills can be shown schematically as follows.
Schematlc I indicates the general skills taught by the reading center
_ counselor while schematics II, III, IV and V break the general skills
into their specific elements. Schematic VI indicates the role that

should be played by the content teacher.

In a well ordered, totally committed faculty, the slogan is not
"gvery teacher a teacher of reading," rather it should be "every teacher
an*lmplementer of readlng " The spec1f1c skills requlred fon'teﬂvulng
' readlng areynot possessed by all teachers just as math and” Sc1ent€’5k1115
are nOt pae\ibf every tamcher's ab111t1es It is just as foolish to
_ believe everyone can teach reading as it is to believe everyone can
teach biology. It is logical and necessary, however, to cxpect everyone

to implement the reading program.

\

. 3

A reading center requires no additional space, no extra personnel !

and can accommodate up~to 150 students per day - five hours of thirty
. youngsters each. This of course ca11$ for departmentalizing or partlally
-departmentalizing the readlng program.’, lt is equipped with wire spinners,

racks, comfortable furniture, throw‘pillows, paperback books, magazines,

comic books, newspapers, pamphlets, and student-authored materials.

<}
\
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Aruitoxt provided by Eic:

I

The term '"reading center' ‘must pot be confugcd with what 25 commonly
referred to as a reading lab or clinic. A reading lab or clinic usually
has a specific task or speaks to a spec¢ific audience. The IRC offers a
developmental and/or enrlghed reading course to a peneral, heterpgeneous

B

student population. .
The setting up of an Individualized Reading Center requ1res
consideration of the follow1ng several factors:
1. ’Sufficient space must- be available to adequately display
paperbac! materials with covers showing; '
2. A minimun of five\paperback books per student is essential
as“an initial complement; ¢
3. Sufficient auxiliary materials must be available, such as
newspapers, comic books, magazines, etc.
4, @rescriptive materials must be available for children who
require treatment for spécffic reading deficiencies;
5. Prescriptivé materials must be availabic for enriching already
accuired abilities.” — ‘

7
bt

In terﬁs of staffinﬁ’the center, it 1s far more economical - in time
and energy - to train one or two persons who are willing, dedicated and
have some degree of talent rather than to train many and hope everyone
can adapt. Experience has shown that not all teachers can survive in
the individualized teaching mode. It is an enervating experience.

The reasons for recommending a single individual for each center can
be summed up as follows :

1. Not all teachers adapt to the 1nd1v1duallzed process;

2. Some one person must be in charge of the -center to keep the

stock up éo date and organized; |

3. One expert in feading will perform far more efficiently than

several generalists.

'



- It should be noted here that once a teacher has been trained and «
assigned to an Individualjzed Reading Center (IRC), the title of ° ‘ 7

"teacher'" no longer applies. The person who operates an IRC is a

-counsélor in every sense of the word--a reading counselor to be exact.

] N
Therefore, all who operate an IRC are known as Individualized Reading -

Epnter\gpunselors (IRCC).

-

A district wishing to undertake a program such as has been described
in this paper will find if necessary to Eake several steps to set policy
or the program will never become operable. \ \

|
- First, the district board of education must declare that reading is .
of the tighest priority in the distriet and will receive first consideration’
in funding, staffing, and scheduling. Second, a policy must be formulated

and adopted that reading will be taught formally through the eighth year

~ of school and will be offered as an elective in subsequenc years. Third,

reading must be considered an 1ntegral part of the language prograu, not

as an extra activity. Fourth, graduation credit must be glven for reading
just as it is now given for language arts or English; and fifth, an
evaluation program must be devised te overcome the failing grade syndrome.
In &n individualized program, every child who works to capacity deserves

as much credit as the top achiever who is also working to capacity but

has fortunately been blessed with more "capacity".

A goordinéted and articulated reading program begins at the kindérgarten

ylevel w1th clearly but simply stated goals and objectives. The primary

years must set the foundation which must be predicated upon expectations
for a life gq;gg;. The program must be }nd1V1duallzed ;O>prOV1de for
all ability levels on an inclusion basis. In ‘the intermediate years,
the program must build and extend the skills acquired in the primary .
years, and if a good job is done in the primary grades, the upper grade

program will have to be individualized, since the spread will be greater

than ever. All this will come about only after the district has -

committed itself to the notion that teaching children to recad is the only

social imperative placed upon the schools in this country. \\“

™
]
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AIDING 'SECONDARY SUBJECT TEACHERS IN GUIDING READING GROWTH

Brothgr Leonard Courtngy «

e -

University of Dritish Columbia

’

For the purpoées of this discussion, perhaps we can accept the
assumption that"secondary reading improvement is best accomplished in
a .
the subject-matter classroom, thg subject teacher recognizing this
resp9g§ibility. The basic premise is hardly arguable, its rationale
having'longAbeen established in the literature of regding, this despite
the conclusion reached by Walter Hill in his recent survey of secondary

r¢ iding over three decades..
d
"The apathy of tne secondary content jeacher toward reading
efforts-has been cited for three decades! Perhaps the content
teacher of today is, morecaware of the generalized nature of reading
deficiency among secondary students and even sympathetic toward
efforts of improvement -- as long as theysare not personally re-
sponsible for this help. The problem is complex involving issues
of occupational selection, preservice indoctrination, ego
defensiveness, curricular traditions and professional training
among others.'" (Walter Hill, "Characteristics of Secondary Reading:
¢ 1940-70," in READING: THE RIGHT TO, PARTICIPATE.- Twentieth Year-
book of the National Reading Conference. Frank P, Greene (ed.).
Milwaukee, Wisconsin: The National Reading Conference, 1971.
pr. 20-29, p. 27).

I maintain that any successful content teacher notlonly is aware

of the importance of reading for his students, of the reading implications
of the content, of the general reading competency of his pupils but that
he also possesses the skills necessary to provide satisfactory reading

A Y

guidance to all his pupils within that subject matter. Granted, he

may not be aware of this special capability or comfortable in its
\
exercise; he may not, in fact, be convinced that reading improvement for

his students is in any way separable from successful content mastery. For,
" correlatively, 'if students are mastering the subject matter, then they

]
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. ?
must be applying the reading skills ingredient tn that mastery.

¥ ’ . .
>

Certainly only the content teacher has the experience and insight to ¢
. . )
provide guidance foxr this particular content; no reading specialist,

[3 » N

however insightful and dedica;gd, can acquire the sophisticated entry

skills of every subject matter -- the principles, the "way of thinking"
unique to that content. ' 5
-

Accepting, then, that the successful content teacher is actuall; a
. . .

successful reading teacher of that content, what viewpoipts does he

accept and what techniques does he apply? .Briefly let us examine some

,of the procedures commonly recommended by re;ding professioﬁals.

1

As well as anyone, Oliye Niles has summed up the specific skills and
goals common to the study of printed materials in any content area.
("Reading Skills Common to the Conteg; Areas," in EPSIﬁC RE@DINGhSKILLS
AND CONTE&T, H.A. Robinson and E.i: Thomas (eds.), Newa;b,“Delaware:
}n;erﬁational Reading'Associati;n, 1969, pp. 1-16) . She subdivides the
reading act into broad, interdependent partg extending from word skills
through the ranges of comprehension from literal understanding to the-
evaluation and assimilation of meaning. More specifically, she recommends
continual development and rein%oréement of certain relatea skills of
particular importance: the ability to survey matériél, set purposes for
reading, and determine an appropriate technique for the reading of any
given piece of material; the ability to £andle graphic and illqstrative“
materials; and the‘ability to locate, comprehend, and combine information

u

from a variety of library resources.



o

; « ‘ . ,
. Other ;Eading commentators have made similar rccommendations,
-~ .

Tha

extending or refining’ the application of basic skills according to the

observed need of the moment. Markshdffe, for example, wisely advocates
. &,
that the content teacher ¢btain a reasonably accurate idea’ of each,

student's reading level and provide each student with reading materials

at nhis own-instructional level. ("A Framework for Improvement," Ibid.,

-, -

pp. 127-135).. Herber and his -students have formalized iﬁstructiop of

~
.

, reading in the content classroom through. the "strgctured overview" and

the use of "Reading and Reasoning Guides,'" both based on the essential

.

formulation of clear objectives on the part »f the teacher. (Herber,

. Harold L. TEACHING READING IN THE CONTENT AKEAS.  Englewood Cliffs, N.J.
. . ' . n
Prentice Hall, 1970; Herber, Harold L. and Peter L. Janders, Research

incReading in the Content Areas: First Year Reports. Syracuse, N.Y.;

-

Syracuse University, 1969). A variety of authors, including Olson and

Ames, have .recommended the application of the Directed Beading Lesson

¢ .
i

as a practical vehicle for combining content and reéﬂing objectives.

(Olson, Arthur V. & Ames, Wilbur §S. Teaching Reading Skills in Second-

ary School. Toronto: Intext, 1972). Thomas and Robinsbn have

>

assembled a singul&rly practical guide for re~ding improvement in
4

i

every classroom. d{homas, Ellen L. & H. Alan Robinson. Improving

Reading in Every Cla§$. Boston: Allyn & Bacon, 1972).

£y

While subscribing Eg all the principles and procedures advocated
. above, this particular task needs something quite specific, immediately

applicable, with reasonable expectation of observable success. I

’

gather strands from all of the above in an‘attempt to provide such a

$
~
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specific technique which evéf;.teacher may emploz to integrate content and

the various skills suggested, which will capitalize on the content
-

teacher's unique capabilities and enhance reading without dilution of the
’ .

-

content. In other words, teaching both subject matter and its related

\regding skills without'divorcing one from the other,

. - \
‘ »
oh

¢ In short, eve}y.subject teacher can find the opportunity, as need

dictates and time’permits, to. examine the instructional materials which *
the student i; expected to study independently. The.teacher may select a
passage -- a few sentences, a full parggrapﬁ; #f necessary azlonger +
passage -- and anal&%e it extepsively,,boint out difficulties or

challenging features, and provide his studen‘s with a pufpose for continuing

individual study.

Yet, and this is undoubtedly- the major objection, evéry subject
teacher's class. time is already filled. Indeed, the reality of every
-4 .

3

classroom is the repetitive cycle of half-finished tasks and unfulfilled °

v objectives. It is commonplace to blame the elementary school for
inadequate pupil ;eadiness, or 'to maiitain tha; weading should have been
mastered in the earliér years. Two points, however, must be kept in
mind. Reading ;bility 1s not static; it mpst improve as the individual
grows and his school objectives becpme'?ore complex. The ve;y nature of
the dévelopmental proeess assumes that reading mastery is never reached
gnd that each stage of any persoh's growth providing new .reading challenges.

Theh, too, as cognitive ﬁemadds in subject areas increase, so the ability to‘

think with these new printed materials must be intensified.

- 100 - »
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The technique which follows is consistent with normal classroom

.
.

conditions and can be adapted to the moment by any alert concerned

teacher. It requires no special skills; it does not negate essential
" .
=’ content; it permits considerable latitude in application. At the same

“ -

time, «it includes a range of vital skill experiences for hll pupils.

o -

It provides occhsion to:
1. Establdish purpose ii. reading-Study assignments;

2. Utilize experience and previous background to develop meaning;
| ’ N "

Y

3. Introduce new vocabulary; : '

4. Determine word meaning from context;

. ’ 5. Intensify levels of comprehepsion from literal to evaluative;
El

6. Examine semantic and literdry nuances;

7. Stday paragraph structure and internal paragraph relationshibs.
Moreover, its flexibility permits extended or limited time allotments
- 3 ", ’

according to the néeds of the students, the difficulty of the material,

"
.

and the time limitations of the .period.

- +
»

For deﬁonstration-purposqs, I have selected three different kinds
N ra .

of passages, chosen principally for their illustrative value rather

than for any di-ect ‘practical transfer to a particular classroom. Each

will be treated differently to emppésize the flexibility of the technique.

.

. . -
‘Passage 1’_ . M- ; )

io the visitor from the hinterland who lands in mid-town‘Manhattan,
y the impression is one of confusion, ﬁoise, dirt, and monumental

.indifference. "Is this," he asks, "the celebrated Mecca that

. annually draws businessmen, students, job-seekers, and tourists
from every corner of the globe?" If he swift'ty decides that "it's
a nice place to visitj but ..." he has failed to find New York's
open sesame. The jade expert can find an emperor's collection ‘of ¢
carvings in the Jaﬁe Room of the Metropolitan Museum of Art.

o
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The artist can leisurely study a rare volume of William Blake's ¢
etchings in one of the specialized rooms of the Main Library, or
walk for years through the endless public and private gallerzgs..
The chess player .inds his friends at ‘the Marshall Chess Cluo,
the tired businessman his e¢xcitement at the Copa, the hlstorldn | \
his archives at the %utler Libraty, the Orientalist his . .
confreres at Asia House. But New York's magic door will open
only if the visitor arrives with a key.
Y ‘ - .

Step-I: In'the analysis which follows, many wili recognize the pattern

-
- v
. - . -

.of the Directed Reading Lesson, a standard elementdry-grade approach to

s

reading instruction. Here the teacher initiates brief discussion of

general background relative to the passage in order to arouse interest

and encourage motivation. In this case,.some discussion could focus \
A '

A\
on the characteristics off huge metropolitan centers, knowledge about

.
-

*New York City in particular, and any personal familiarity students may s -

have with the city.

¥ . ) ’ o

Step II: Through questioning, words or terms which are unknown or

u

’

doubtful to any, even one of the students are identified. (Normally *
}
in the DRL, difficult or unfamiliar proper nouns are automatically
listed on the chalkboard dand defined by the "teacher. Presumably : ; .
) o

"Manhattan'" should be readily recognized. For purposes of this study,

""Mecca" is not immediately defined), ® .

The ébjective here is not primarily to develop new vocabulary

but rather to gain immediate entry to understanding. Since in his

normal rgading a student will usually guess at the meaning of ®n

(«-?

unfamiliar word, we improve the prohability of "Intelligent guessing'

through awareness of the clues to meaning implanted in the context.




It deserves to be noted that most new words which occu¥f rarely in

continuous prose and which would have 1?5}1e enduring use for the

student shéuld'be identified for the-momeh*,_ noted or recorded only

ES

at the interest of the student or if special charaéteristics make

extended application in other situations possible. *

8

It is probable that the following words will be unfamiliar

LN

-many of the students:

A\,
hinterland monumen%@l Mecca
¥ .
open sesame jade . etchings
< ) *
archives Orientalist confreres

L J

a. 'The words should be-clarified sequentially as far as possible,

+

\\ two questions usually eliciting basic information: ﬁoes anyone know
\ the meaning of (this word)? Is there anything in the sentence
- \ - whiéh gives a clue to the meaning, or heips'you'understana the word?

\ Both question5 should be pursued, the second providing gu;dénce for

\ E.i slower, more deliberate students. In the case of ”hinteriand", some

students will be able togprovide an intelligent guess because of its

[ -

¢ parallel with "Manhattan".

b. '"Monumental" should be easily identified from the text through

- resemblance to its cognate, '"monument'", which the students will

- probably associate with size.rather than significance.

c. "Mecca" is the koy word in the passage, doubly important for
its governance of the main idea of the paragraph as for the metaphor

which controls the main idea. From past experience, some students will

-

+

. O ‘ ) IJ
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be able to identify Mecca as the holy city of Mchammed, toward which

every devout Moslem turns in prayer thrice.daily and journeys .in

.pilgrimage at least once in his lifetimé. At this stage, it is impor- -

tant to eli_it from th- stidents the identification of Moslems and
. &
Arabs, not categori ut commonly so. This relationship becomes

vital when investigating the meaning of "open sesame". Although most

readers will immed;;tely recognize the term aﬁd its éturce, strangely,

a P '
the majority of junior ‘and seanior secondary students are unfamiliar i
with it. Most will associate ''sesame' with the pdpular children's -
television show but not one in five will be familiar with the Arabian
Nights, or specifically the robber's cave which munificently responded

)

to Ali Baba's command. Again, in passing, it is some kind of indictment -
»f modern curriculé ghat so few stude&ts are able to apprecilate

allusion to once-popular, even traditional, lore, particularly the

ancient fables and scripture. ('Mecca, in its generic use as a 'goal

‘for pilgrims' -ought td be recorded by the pupils').

d. Most of the other words have clues in the context to guide
intelligentiguessing and, even if an exact definition is immediately
forthcoming, the teacher should lead pupils through a search for the
passage meaning of each word, that is, its sense whether semantic or
connotative within the sentence. For exanle, "jade" emerges because
of its setting with "emperor", Tcarving”,;and "Metropolitan Museum"; g
"etchings" ought to be §g§ething an artist does; '"archives" something

/
unique to a historian; "Oricatalist' is echoed and clarifiéd in "Asia

P

House". Perbaps "confreres" may not succumb so easily but who else *

might be likely to haunt such esoteric spots as one's "colleagues' -




in the more familiar English usage.

) _ N
Step ITI: Once Mecca and sesame have been related, almost imperatively
the" alext readerJought -- bBut, no, at least to be guided by h{s Plert

) teacher -- to fit the "key" into the "magicldo;r". And, not

surprisingly, once this sustained image, metaphor, or allusion is clegr,
so too. is the total passage. Because the writer, good public
relations man that he is, has said is that in visiting New York,‘know
what you wish to savor or else be bored. The con:rolling metaphor,
ustainea through the passage from "Mecca" to "key", has twofold value: |

not only is it essential to the main idea but students get a rare

. reading thrill from recognizing and appreciating it.

‘ - [

Step IV: Because -- and now glance back knowingly at the paragraph --
there is but a single significant idea conv:yed. The lengthy mid-

. . portion ("The jade expert ... Asia House.'") is strictly illustrative,
only supplementary detail designed suppose&ly to enforce an idea but
actually interrupting two elements in the metaphor which controls
meaning. And the meaning extracted has been basically the literal
meaning, the main idea, what the author is saying. Its significance,

. however, is artfully garbed -- nay, disguised -- in terminology wnich

may baffle the casual reacer.

Passage 1I

- Selections for.study may serve to illustrate several skills
although only one may be emphasized. The followir social studies
paragraph, for example, lends itself to &wo functions: (1) demounstration

of multiple word skills; and (2) at a very simple level, an almost

- 105 - 4i:1 .




stylistically designed shift from literal to critical reading.

All museum adepts are familiar with examples of ostrakoi, the

oyster-shells used for balloting. As a matter of fact, these

"oystershells' are usually shards of pottery, conveniently

glazeg to enable the voter to express his wishes in writing.
R In the Agora a great number of these have come to light,

: bearing the thrilling name, Themistocles. Into rival jars were
dropped the ballots for or against his banishment. On account
of the huge vote taken on that memorable day, it was to be
expected that many ostrakoi would be found, but the interest of
thls collection is that a number of these ballots are inscribed
in an identical handwriting. There is nothing mvsterious abou: it?
The Boss was on the job, then as now. He prepared these ballots
and voters cast them -- no doubt for the consideration of an
obol or twg. The ballot box was stuffed. How is the glory
of the American boss diminished! A vile imitation, he. His
methods as old as Tine!

k]

I. Let us quickly examine the word-study poterntial.

a. The proper nanes Agora and Themistocles, probably recognizable

. . ~

by the students from previous encounter, should be noted directly.
The si1gnificance of the adjective "thrilling" ought to be enlightened

‘n the process. Why "thrilling"!? Bocause of the'dramatic sound of thL

name itself or of the e;ploits of the person behind the name?
% b. Few passages permit the opportynicy to contrast the two uses
cof italices or undcrsggligé. Loth are evident here: '"ostrakoi',
because a foreign word; id;ntical, for the sake of emphasis. (Under-
scoring the full sentence further in the paragraph is a ready cxample
of uveruse or misuse of the device).

c. Another set may be noted in "adepts," "shards," and "glazed,
to some extent guessable through context or illustrative clues.

d. "Ostrakoi'" itself is not only sclf-defiped through the accom=
panying appositive but its éynonymous use, "oystershell" is enhanced

through the writcr's use of quotation marks. Thereafter, assuming that

the attentive reader has noted the similarity, the two words are

O
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used inteéchangéably. In fact, "ballot" becomes their equal. No \
reader who has followed the hevelopmcnt of the main ided will have any
difficulty attaching méaning to "obol". The dictionary should be:
unnecessary. The teacher howevér can reinforce the use of context
clues by assisting the recognition.

e. In the final sentences, "diminished" and "vile" could Be
difficult, not hecessarily in isolation or denotatively, but because -
they are emplo;ed ifonically. From past experience, however, I find

that the words are scarcely noticed in actual reading because the full

meaning of the passage has already become apparent.
%

Y

II. Not surprisingly -- as is the case here -- once all the vocabuléry

difffsulties of a passage are clarified, so too the total meaning of -
3 5

the writer is often apparent. This particular passage, however, lends

itself to another, peghaps Earallel level of analysis --- a study of

organization and development, a valuable skill for students to learn
and ornie that is normally enjoyable, as discovery, for both students
and teacher.

”
a

Most teachers today are familiar with the Bloom Taxonomy of

Educational Objgggives, and the separate categories permitting varied

application. In applying the quPm_categories to levels of readihg

comprehension, I have chosen to re-order them. (It should be emphasized
that these categories are hardly necessary for the average student
but are useful for any teacher's instructional repertory).

Knowledge —-- basic information

Interpretation -- translation, litcral understanding



‘Analysis -- minute scrutiny of uses and relationships

Synthesis -- forming conclusions, insights

Application -- using a new context : BT
L3 3 \\

Evaluation -- judging; responding positively, or negatively.

Assuming that the reader accepts the categories, it should be avident

i

that movement through each sfop parallels the supposed advancement

from literal to interpretive to critical or assimilative reading.

The passage we are examining can hardly be considered inordinately

- .

cbmplex; in fact, it is artfully contrived, almost designed as a reading

exercise. The "knowledge" bits are first ,noted and assembled: the

facts and definitions of the two opening sentenmces. Interpretation

i \

becomes a global process, accompanying or subsequent to the analysis
<

which occurs as each sentence adds its new layer of meaning. The
L 3

interesting aspect of this paragraph is the underlined sentence, The

balybt box was stuffed, which the writer boldly emphasizes. This is '
. 13

viewed as the synthesis step, a conclusion which the careful reade:

has probably sub-consciously reached. The final two sentences, again

a case of over-writing hardly necessary for most readers, offer both

application apd evaluation steps. In retrospect, then, the passage .

affords interesting insights to the reading process, a kind of attack

to be applied to more difficult materials, which unpracticed readers .

need.

Passage I11

Douglas Spaulding, twelve, freshly wakened, let summer idle him
on its early-morning stream. Lying in this third-story cupola
bedroom, he felt the tall power it gave him, riding high in the
June wind, the grandest tower in town. At night, when the trees




washed together, he flashed his gaze like a beacon from this B
lighthouse in all directions over swarming seas of elm and oak
and maple.

&

For a final and different kind of example, let us look at these opening

lines from Ray Bradbury's Dandelion Wine. Bradbury has been very much

a favorite in recent years, particularly for his science fiction.\‘ihis

~

popularity alone often dwarfs his other appealing and highly imaginati@&\

N

writing. I see, on examination of these few lines, only three sentences that

=

serve two purposes: (1) as introduction to the reading of the story,

developing background, sétting; igniting curiosity;uand'(Z) as an

) . exercise in entry to imaginative language. Let us study the passage

" wholly fhr0ugh the use of hierarchical questions (assuming that the
thoughtful reader will avail himself of the guidance implicit in
succeeding questions). .

F]
1. What are the basic facts presented in these lines? Who is

spoken of? How old is he? Where is Hé? ZWh;t is his éhysical positionz
What is he doing? What does he see? What time of year is it? With
these, we have the litcral statement of gﬁe passage.

1 2, On a Higher, or deeper ievel -- What is Douglas:s mood or
attitude? What particular time of the year might it be? Yes, June,
. but any uniquely personal part of June? How do you conclude such?
What kind of boy is Douglas? Moody? Imaginative? A solitary? whaﬁ is
the basis, the clues in the cohtext, for such a Judgment?

3. More specifically about some of the terms Bradbury employs --

What is a "cupola'? A "cupola bedroom”g Where in the country might

you find such? Why? What was their use? Are there other clues in

the passage to support your view? Note the verb ("idle") in the first

L
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sentence. Is it an unusual verb, or perhaps an unusual use of the

word? How would we normally use the verb "idle'"?: If, then, a motor

»

idles, what quality is‘implied, a quality reflected further in the

passage ('power")? How.does this reflect on your earlier view of N

Douglas's attitude or mood, the particular time of year it may be?
4. If we accept the possibility of thé setting being coastal,

what particular significance can you now attach to the language (words)

-

used in the final sentence? ('washed", "beacon,'" "lighthouse,

4

" "swarming

seas"). Collected together, how does this idea, this picture in
¢ B4

youf mind (image) fit some of the earlier4eerms and ‘identifications
you have made (power, tower, idle, etc.)?

5. What can you predict or imagine might happen to Douglas as

»

this story continues?

It has not been necessary to use any technical terms to elicit

the -total impact offthese—iines.~~tet the student; in comsidéring - ——

answering these questions, has gained real insight into

the use, the variety, and the power of imaginative language. Hopefully, —
. [

he may even be eager to read the story!

CONCLUDING REMARKS

4

The passages studied above are only models, selected in part
because they are eminently demonstrable, partly because they fall
within the ken of this writer. Such paragraph-passage examination,

indeed, is possible with any material -- science, art, industrial arts,

home economics physical education, mathematics -- particularly when

)
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" “arrangements ... or ... some interesting word uses ... or ... a differ-

J

viewed through the eyes of the persén most familiar with the material,

the subject-matter teagper.

The technique can fit comfortably into any content teacher's daily
work, contracting into a five-minute exercise which helps establish

purpose for continuing study while simultaneously providing insigit

into some of the pecularities, whether stylistic or content, of the

material to be studied. It may as easily be extended to a 1onger_g§£ig§;_‘

for more elaborate scrutiny of deeper meanings, word tone, or literary

devices which mask -+ or reveal -- significance. .

v

Ideally, I see a teacher using the technique rather casually toward
the conclusion of a class period, remarking to the students: 'Let's
glance briefly at this section of material to be studied for tomorrow.

It's not really very difficult but there are some unusual paragraph

ent writing technique which we haven't encountered before cee OF ...,
you need to sort through the ideas to distinguish what is essential

from what is merely illustrative."

Nor need the paragraph or passage be intricate. A few minutes spent

in demonstrating through adroit‘leading questions the traﬁsitional
elements which link sentence to sentence or paragraph to paragraph

may make a notable difference in the life of a student. It is the kind
of thoughtful, leisurely classroom sharing and interaction thch
enriches content learning, establishies clear direction for continu. 1g

study and, most of all, realizes the supportive guidance of the

concerned ‘teacher.

* =111 -
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CORRECTIVE READING FOR THE CLASSROOM TEACHER:
TOOLS AND TECHNIQUES

Edith M. Gifford
University of Puget ‘Sound
Corrective reading, while basically'requiring~good classroom

teaching, attempts to determine more a~curately what are the child's

. . ’.
learnihg needs. It works more carefully and directly toward satisfyjng

these needs of the child im the poorer r%?ding group. Corrective reading
may, or may not, differ from remedial reading in Slassroomuorganization. .
The classroom teacher.tends to teach much of even her correctivg work to
children in groups.n Effective diagnosis and recording of findings-will

help the tesacher to see which children can be grouped for at least part,
N &

¢« = the teaching process.

Diagnostic teaching is baséd on alert listening on the part of

the ;eazgé; és aell as on continuing critigal evaluafiag_af—ggé written
work of a given cbild. Tea;hérs Qho consider themselves to be strongly
"on the side of the child", may feel they want '"to give the child the
benefit of the doubt" and ignore some errors. They may thHink: "he

didn't mean that", or "he knows better." Thus they may do the student

a disservice by ignoring the sign of a teaching need'whiqh may be contained
in hi; error. In order to realize the full value of mistakes khe child
makes, there'may have to be some change in such a teacher's attitude, as
well as in that of the child. Children need to understand that their

mistakes are really valuable, that they help one to know just what nreeds

to be taught or practiced. Adoption of. diagnostic teaching can lead the

- - 112 -

i. d




4
teacher to feel far less irritation with the er,or prone child; the

error is seen as the help it can be, and energy will be appropriately

used in determining how to present the learning tusk more effectively.

- - ' In order to determine what precisely to teach; one develops the
habit of listening.critically to all oral rehding with at least a pad

and pencil handy to write: ‘(1) the error heard; (2) the actual printed
word in wh#ch it occurred. A second-error recording approach is to trim
a sheet of clear plastic to the page size of the reader. Then this can
be secured with paper clips to a copy of the chifﬁ's text so éhaé errors
can be Eecorded with brush pen as the child reads from-a second.copy of
the text. A third method which takes more ,preparation and wﬂich is more
typical of the Informal Reading In;entory approach is for the feacher to

record errors on a dittoed copy of the child's material. ‘Still another*

way of obtaining samples for analysis is to ask the child to read aloud
from a graded list of single words, such as the Dan Diego List (Potter
, and Rae, 1973),'starting‘with words easy for him, and contipuing with

higher grade lists until he is clearly ate frustration level.

.

Attempts at sounding words, false starts and other errors
written on a second copy of the list will provide further evidence of
word recognition misunderstandinés. Each: word error‘can be analyzed for
the unclear aspect of word recognition which may have produced the error.

For example, if the child says "sheep" and the printed word is "ship"

we are cued in to the necessity of thecking other words where such a vowel

S

sound error would be possible. But we would not check or reteach only

the "ee" sound, we would also check his akfiity to use the short:"i"




O
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sound in new words. If the student had been absolutely sure of either

of the sounds he should not have made the error.

<
Another possible reason for the error would lead us to

check whether in the child's usual speech the "i'" in ship would have the -

"ee" sound. If so, the problem is not one of readimg error. If not :

due to dialect, that particular word error if it occurred in a sentence ' -
could also indicate that the child was not making adequate use of context
clues. He should be helped to check his word recognition decisions with

a determinatior of whether the story is still making sense.

13

We are not concerned here with mispronunciations due to
speech difficulties or dialect differences, (i.e. the omissfon of word

endings), and only slightly with linguistically determined errors,

(i.e. making a plural to agree with a previously made noun error).

-While—-the goal-is-perfect oral.reading, and every mistake can be apnalyzed . _ e

for teaching clues, one must have a realistic error expectancy, since even

3 L]

well-educated adults typically do not read perfectly. Thus, teacher

' judgment is still necessary in determining what errors appear often

enough or are serious enough to interfere with the child's abilitx to

comprehend the material. -

If one examines criteria suggested by different writers, one
finds different numbers of word errors permitted, but still the label used
is "instructional level'". Suggestions for permissable errors on

reading at first sight of the material may range from no -more than five

per hundred to fifteen, or perhaps even twenty per hundred with som.




writers finding still no serious interference with comprehension. Since
we are concerned herc with the poorer readers in the classroom, and we
are aware of the effect of success in motivating the poor reader to

further work,wprobably we should try in most cascs to have the child
£ ]

reading material which presents in each hundred, not more than five words

-

giving real interpretation difficulty. If the child is still making five

errors in a hiundred words after opportunity to read silently, the -
. 4 ~ — A

. L - . . w, . .
material 1s probably at frustration Ievel and he may be limited to just

comprehending facts.

A}

Children can be helped to select books whith will not be too
*difficult for them through the usc of the "five finger" test, where the

child consciously determines how many words he is really unsure of in one

hundred words of running text. Teachers.can make an estimate of about

«

; ,
how many pages in print of a given size are needed to yield about a

>

O

E
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hundred words. As the child is rea&iﬁé-fb ﬂlﬁ;éi%; ﬁégputs a fiﬁger‘

down on the desk for everv word of which he is truly uncertain. If he’

"runs out of fﬁngers? before he runs out of words or number of pages,
| ;

the book nequ#res wgrd recognition skills beyond his ab“lity, and, unless

his motivati?L ié’extremel§ high, probably would be too difticult for
/

him to enjoy. ‘ .

Children can help in the selection of books they can read,

particularly content area or text-type books; by use of the cloze
. k-]
. c o : ‘
technique. Copy a selectlon/of one hundred words or so, more for

older children, deleting and leaving the same length of blank for eypery.
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‘fifth word. If they understand what they are reading well enough they -

P

should be able to fill in cor:ectly at least 447 of the blanks. Teachers

© - N
-,

of content areas who find children unable to do this are asking them to -
e
read continually at frustration level, .and it would be better to obtain

materials of lesser difficulty. (Using a readability, formula such as .
that given by Fry,-1968, helps in selection). The cloze type, of

testing seems to incorporate aspects of both word recognition and of ~

comprehension in its requirements and appears to be cne of the better
s . .

indicators of children's ability to deal with a feitbook.

ot

T
[l

The busy teacher often wants a more rapid way of determining
learring needs than tuose which require her to listen to each child read

\ - /
orally. It is important to get the greatest number of "cfiildren started.

<

on work as near to their appropriate achievement level as possible.

~

-

Some commercial publishers have attempted to fill this need ?y?gxoviding

criterion testing materials for word recognition. Essentially, if the

child makes an error on a test word, he is to be tgyght the skill which

_helps him to reduce that type of crror. 7This type of test provides

several samples of the .child's word analysis behavior by having him

'S

selget via multiple choice or by writing from dictation, several items

“using the required skill. While ‘appropriately reliable, due to requiring

13

ceveral samples of a single item of knowledge, this very reliability

.

necessitates the use of several testing sessions, usually spread over

-

several days. Some teachers prefer, to use a single sample test to help
r . .
locate problem areas, rather than routinely giving all of the tests

’ until fru®tratlon is reached. Other téachers, whose schools do not,
turnish the mose cl!aborate testing matc:}als, simply use the one item
dictation test as their main indicator of where teaching should start.

- 116 -

i PR




&

ERIC

Aruitoxt provided by Eic:

Typicallv, this is doue by charting childrenfs names along one chart

edge gné the specific skill, as letters, digraphs known, and so on, along
the opposing edge. A colored border.on the square at the intersection
indicates which child made which errors and makes it easy to sec all the
children who made the same error and could be taught as a group. Each

time the skill is taught or reviewed, the teacher may put a slash

theough the colored square, to indicate about how many reviews are necessary
for that child to acquire a skill. Some commercial critericn testing
mate?ials provide optional ;mounts of service such as test scoring. The
superior correlations to additional teaching materials provided by the
Wiééonsin Design merit special recommendation.

Iwo cautions are in order when considering this type of
testing. As implied above, the one-item-per-skill-test typ2 discussed
above will be less reliable than the commercial test. Sometimes
it appears that a child has acquire a c¢kill when in fact he was still

o~

uncertain; - he/ just happened by chance to get the sound correct for

the one word given. However, the alert teacher should check the results )
of any teét through her obseivation of the child's daily work. A second
consideration relates to- the interpretation of findings. When the

Ehild does not write the correct symbol for the sound in the word

dictaped by the teacher, it may be more of a .pelling or oytput

difficulty than an indication of a problem with reading. The child

may be able to assign the. correct ‘sound to the symbol when rggding,

.
.

but have difficulty with the reverse process. ithich is what- is required
on the-dictation test. 'Ordinarily if the child is able to write the
ccrrect symbols on the dictation test he can also read them correctly

in reguldr words.

J
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After getting the overview of the child's word recognition
needs, one should determine which skills may be most readily taught and
willlmake rapid improvement possible in his ¢verall reading. Teachers
in upper grades‘aré“bccasionally’uncertain,owahat would be an
appropriate skill sequence. Publishers of most basal series will sénd a
scope and sequence chart showing at wh it book levels the different skills
are taught, thus indicating an approximate teaching sequence. Compromisev -
‘'with an indicated sequence ma; be useful with a given child. For
example, an older child may work on syllabication skills with his peers
who are reé&ing at a mucg higher level, but he may be get.ing at the

same time a strong emphasis on the review or reteaching of consonant and

N ) vowel-symbol relationships.

Allied to diagnostic teachiﬁg in word recognition is the

need to teach inductively and to stimulate discovery learning. For

-

example, in teaching a phonics generalizaction, after the te%chgr.has given

J
- seve;al illustrative words, the child should be encouraged to‘SUPply
further words, and helped to look for a commonality running through all
the examples. éIt is useful to list separately the words offered that
do not meet thg criterion algo. ?he negative instancés have value in

ahalysis). The teacher is helping the child in the group to make the .

discovery of the general principle.

'

Arranging children's responses to control their excitement,

an

”keei the secret," whispering it in your ear when they have found out -~ .
the principle, and letting the successful ones leave the group for other %t‘i?f
oL w3
. work, helps to preserve the opportunity for other children in the group
[ ¥ ¢
’
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to learn by discovery. If the child is first told what the general-
ization is, deductive *teaching is taking place. The search is

for illustrations for a known rule, and somehow the child does not have

.
o

the thrill of figuring out %or himself the working of some aspeﬁt of our
language. When the child learns inductiyely,.maki*g his own general- )
izations, he seems to remember longer, and to&be more readily aware of
possible applications to new situations. Something in the process of .
searching through the related words and puzzling out how they are alike
appears to leave him more aware of key features and thus better able to
transfer his knowledge to new amd unknown words. The child who has merely
memorized the rule someone told hj;‘seems to require a longer reriod of
being reminded tc use it than the child who has nad the pleasure and :

ego-involvement of successfully determining the critical feature for

himself.

Poséibly one of the reasons older children are not able to
apply generalizations taught in the lower grades may be shat somecne
clse derive; the rule for them. Corrective readers may ;ever have
had the change to learn for themselves the ways in which words are alike.
Even though a pupil may have reached a stage of cognitive development
where, according to Piaget, he should be able to learn abstractions

directly, the child may not be truly beyond the need to learn through

discovering for himself in an area which presents learning difficulties.

Questioning with the informal reading inventor& (Silvarol&,
1973) ma§ indicate that the child has more serious difficulty with

comprehension than with word recognition. Does the child know what
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type of information he is expected to glean f-om his reading? Some
a@vance structuring of his search will often be all that is needed to
obtain the needed understanding. He may be one who will not get
involved unless he has some part in setting his own purposes for
reading, and teacher help mayabe necessary until he learns how to do it.
Other chilqren need téacher-set purposes for reading very short passages,
and immediate follow-up questioning, rather than’discussion only after
the reading of a wholevchaptgr. When a child is unsuccgssful, the
amount read after purpose cetting and before discussion may be reduced
from a chapter to half a chapter, to a few paragraphs or one, or in
extreme cases to question, sentence, discussion. Occasionally .
comprehension improves quite rapidly once the whild finds out what he

needs to do to understand the stated purposes.

The informal reading inventory presents the alert teacher with
the elements most useful in igdicating teaching needed by a particular
child. Ité material is similar to that used in the classroom, it - h

provides major clues to word recognition needs for the analytical teacher,
| and it checks on comprehension using the types of questions a teacher
should be asking in day to day work. Since in the U.S. the National
Asséssment of Educational Progress in Reading results seem to be telling
us we are not effectively tcaching the reading skills beyond comprehension
. of facts, we must be alert to the need for more practice in answering
questions of the main idea and inference varieties. Home made and
published informal reading inventories could benefit from the addition

[

of the main idea question to the generally included fact, vocabulary

“and inference typest The teacher who carries om diagnostic teaching

is, with the addition of a few record-keeping procedures, able to group

ERIC B
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efficiently and teach in accordance with most children's specific needs.
In this way, she helps to correct lags in achievement before they have

the opportunity to snowball into severe reading problems.

ERIC ia4

Aruitoxt provided by Eic:




REFERENCES

Potter, T. and Rae, G. Informal Reading Diagnosis. New York: Prentice-

Hall, 1973.




. HggBLIOTHERAPY IN THE CLASSROOM
R. Vance Peavy

University of Victoria
} .

In this paper we shall briefly examine what is® meant by biblio-
therapy and consider what knowledge, skills and tools are needed by the

teacher who chooses to use bibliotherapy in the classroom:

Paradox{cally, bibliotherapy is both old and new: The kno&ledge
that what is read by a person interacts in various ways ;ith his
personality (i.e., needs, beliefs, ideas, moods, feelings, imaginings,
etc.) is probably as old as written language itself. The practice of
recommending specific readings for the ''good" of “he reader began at
least in ancient Greece. The library at Thebes bore the insc?iption,

"The Healing Place of the Soul."

Within the last fifty years there has been a transition from

"prescribing“'feading based on moral rationale to reading 'suggestions"

based on psychological rationala. From exhorting readers to read

selections which would tell them what they should do from a moral
standpoint, bibliotherapy exponents have steadily shifted their thinking
to psychological foundations wi.h attempts to explain and describe

"how" literature actually affects the reader, what the nature of
literature/reader interactions are, and how reading and discussionkcan

be related to mental health objectives.
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The term 'bibliotherapy' came into usage about 1916. It is now
used to describe various educational and therapeutic methods used in
psycbiatry, psychotherdapy, counselling and guidaﬁce, social work and in
educational classrooms. In the field 6f counselling and psycho-
therapy Caroline Schrodes' 1949 doctoral dissg;tationl is a landmark
study in the use of bibliotherapy as a therdpeﬁtic method. She
introduced a broad definition of bibliotherapy as ha process of inter-
action between the>persona1i£y of the reader and imaginative liter@ture
which may engage his emotions and free them for conscious and productive )
use'. This is of sufficient scope to suggest uses of imaginative
literature (novels, plays, short stories, poetry) not4on1y in the context
of psychiatry and counselling,/gut also in the éontext of classrooms

and libraries.

Lindahl and Koch have provided a specific rationale for the class- "

room teacher's use of bibliotherapy:

Inasmuch as the building of a wholesome, self-confident,
self-respecting, effective, happy personality is one of

the major goals of education, the teacher is seeking
constantly te fiud ways of giving eacir child the particular
guidance that he needs. One of the ways in which such
guidance can be given is through suggestions for recreational
reading in which the child may receive mental and emotional
therapy through identification with a character in a

book who faced a problem or situation similar to the child's
owr problem or situation. 2

1Schrodes, C. "Bibliotherapy: a theoretical clinical and experimental
study". (Ph.D. Dissertation, University of California at Berkeley, 1949).

2Lindahl, d. and Koci., "Bibliotherapy in the ..iddle grades'". FLlementary
English, 29: 390-396, 1952.




We can extend this rationale by pointing out that bibliotherapy

is not limited to the use of books. The materials of biblictherapy
can he drawn from tbe whole range of human knowledge: -imaginative
literature, educational and informative material§’in;1uding pamphlcts,
popular psychology books, magazines and articles, biogéaphies, auto-
biographies énd diaries, writings in history, science, the arts and

folklore. We can go even further to include, as well as the printed

word, film, recordings and pictures. . ‘

We can also recognize that while bibliotherapeutic methods are
certainly appropriate for the child, they can also be applied to the
adolescent and the adult. We can say, then, fhat bihliotherapy refers
—~%ewthe~pf0€é§§40%‘using"vartousukiﬂds’bf’reaaiﬁg”ﬁéfEYTEI"TH"EBEWEEhEﬁiﬁgfgf*A”J
of children, adolescents or adults to achieve psychological or mental '

health goals.

What are some of the learning objectives which the teacher may hold
X

as appropriate to bibliotherapy activities in the classroom?

Five important general objectives are:

1. Help individual pupils build and improve persongl relationships
with others.

2. Promote personal development, seif-understanding and psychclogical
insight.

3. Assist pupils to gain information and "examples which lead to
cultural and intercultural insights.

4. Aid in the socialization process--literature is a primary medium

‘*\\\\\ for the interaction of emotional and intellectual processes,

-—
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5. Presenf behavior modes, insightful suggestions, new examples,
information and discussions which enable individuals to
better meet personal needs and solve 1ife problems at specific
stages in psycho=-social de;elopment.

In more specific terms, bibliotherapy can aid the individual tb:

1. Verbalize problems

2. Get personal insight

3. Acquire accurate information

4. Reduce sense of isolation

5. Think about ana discuss problems with greater objectivity

6. Weight values, beliefs and re-orient life goals

7. Assess personal limitations and assets

8. Enlarge inteiests, and

9. Prevent problems from occurring

These are not the only aims of bibliotherapy in the classroom,
however they are representative of the psychological and mental health

goals toward vhich all bibliotherapy activities are directed.

What Psychological Processes Are Activated By Bibliotherapy?

N

We have already noted that the act of reading causes interactions
between reader and that wﬁlch he reads. These interactions are
potentially important in the prevention and solution of life problems
and in the development of healthy, effective personality. The most
important processes which are brought into play through reading are
identification, projection, catharsis, insight, reflection and

universalization.
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ImaginatiQe literature enables the reader to be spectator and
éarticipant simultaneously. By identifying with elements in the
materiai read,/a reader can viéw his own experience with the safety
and fresh perspective of an observer. As the reader identifieé, he
projects his own feelings, values, thoughts and experiences into the
reading material. 1In doing so he bringé aspects of himself which

'
otherwise remain untapped, into conscious thinking and discussion. The
aétivated processes of identification and projection may yield
insights into his own personality as well as ins%ght into conflicts
and relationships with others. Through interested reading and especially
through discussion of what is read, a pupil often will be able to let
out (ventilate) feelings, feqrs'and concerns which otherwise remain
ﬁnexpreéééd: "This ventilating process is referred to as catharsis.
Finélly, as every discerning reader must know, when we read of others'
struggles, conflicts and solutions, we gain the knowledge that we are
not alone--that our own persofial condition is but one part of the

universal human condition. From this realization alone we may derive’ |

considerable relief!

Bibliotherapy a;tivities have a wide range - from merely rcadiné
informative material- for factual gain; to reading-discussion or play-
reading groups for enjoyment and socialization; to more carefully
guided reading and discussion for specific preventive, remedial or
therapeutic objectives. Nearly all activiti;s emphasize to some degree

the elements of self-insight, decision-making and reality testing,

emotional release, and information.,
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What knowledpe and skills are needed to conduct bibliotherapy®

within the context of the classroom?

With ‘'regard to knowledge, the hasic requirements are:
1. A wide acquaintance with literature anc »ther medig especially

3

as it relates to the developmental needs of individual pupils.
No one can read gverything of ¢course, but a lively interest
in literature coupled with the ability to make materials

accessible to individual ‘pupils on an individual need basis

is essential..

(28]
-

A working knowledge of the developmental needs of the pupils.
’ ,
An obvious example of thls is the way in ,which the develcpmental

stage ;f the individual will detérmine his need for, and use of,
sex role and infotmatiogxliterature.
" 3. A kﬁowledge of the psychological mechanisms which are brought
into play through reading: identification, pxojecﬁ}on, catharsis,
insight, empathy and universalization. Beyond haviﬁg a
knowledge of these aechanisms, the teacher should have
some skill in working with them toward tre general gpal of
improving personaiity function. /I *
In addition to the three areas of knowledge lffted above, there
are qualities and skills which are demanded of the effective biblio-‘
theraaﬁst. An important skill, or set of skills, is indicated by the
term "reader's adviser". A teacher must be able to-determine reading
readiness and reading level and must be sgillful in matching interest

level of the reader with material. An effective reading adviser is also

adept in displaying materials, describing them in unde;::gndable,

-1
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accurate térms, and is able to discuss selection with pﬁpils in a ’
friendly, mutual way. A reader adviser workipg within the contexi of
bibliotherapy must be ablé to accept the principle thattin choosing-
reading materials reading interest always precedes literary value.
This is a difficulé principle for many to accept; yet if therapeutic

rather than scholarly goals are to be met, then selection must be, on
- a8

~

.

@

rd

r v

the basis of psychological c?naiderations rather than literary or

academic

experience rather than intellectual éxperience. It is in this regard
that imaginativg literature has such great merit.
emotional and intellectual facéts of the reader's ;ersonality into
play, the conditions for constructive personality ch

but only if the rcader 1s able to respond with interest to the material

he reads.

gpals.

<

Personality changes occur primarily through emotional

.
"

%

¢

Another set of skill%'required for the successful conduct of

/ .
bibliotherapy are interpersonal s%illsjfthose necessary fot encouraging

and leading group discussions. .There ‘are many specific interpersonal

skills.

!
/

- ‘
Some of the most, important are:

Ability
Ability
Ability
Ability
Aﬁilicy

Ability

to

to

to

to

to

to

adopt a non-judgmental attitude

. «~
listen accuratfely
respond with warmtf and empathy

use productive questionfng

* P
speak concretely and with genuineness, and

giveaand‘receive feelings

By bringing both

ange are improved--



Bibliotherapy is at least a two-step process. The first step

is reading; the second is discugsion. Both are essential. If the

'y second is neglected, then the experierice remains largely vicarious.

Through discussion, either in a teacher-phpil interview for that purpose,
or in a group, the personal feelings, conflicts, values.and concerns of

the individual are brought into view, and the opportunity for insignt,

‘@

re-orientation and spectator-participant dialogue is provided.

~ LY

[}

While it is possible to become extremely enthusiastic about

bibliotherapy, certain limitations are not to be overlooked. First, it
[ . coe

clearly is an adjynct to other activities..’Bibliotherapy does not

replace other reading activities in the classroom just as ‘it does not
v/ ) . .

replace other Eherapeutic techniques in counselling and psychotherapy.

‘w . 5

Used with skill it is a va%uable suppiement, but is not a panacea.

Although use of bibliotherapy is steadily increasing, it is ‘to be

<

regarded as a relative newcomer in psychological education for there is

not an extensive research support for its efficacy either in or out of

the classroom. In this regard, it is interesting to note that, io our
/ _—
knowledge, there are no significant research fiudings which contradict

its (proper) use. . L ,
> R ’

There are individuals both ‘at the child and adult level for whom

-bibliotherapy is hot(indicated. For example, some use what they
read nét for self-insight, but merely to further'rationalize their
problems. A second caution is to be exercised with the reader who Vs
subsfitutes his vié;rious insight for real progress on aztual life-

problems.  Third, we meet persons who frantically comb the literary -.'

o
world looking for more symptoms to adopt as their own. Readers who

\ .
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interact with reading material in these ways should not be encouraged

‘

to do so for the result is an aggravation rather than a lessening of

difficulties.

Bibliotherapy is related to other adjunct ucthods such as music
therapy; art thzrapy, poetry therapy,‘writing the.apy, play tﬁerapy,
and drama therapy. All of these have several elements in common with
bibliotherapy. One common element is that all are designed to engage
the emotions of the indiiiaual. A second common thread is that each
provides an opportunity for the individual to project aspects of his .
personality and thus make them available for discussion. Each promotes
the strategy of simultaneous observation and participation. Increased
self-‘nsight is a primary goal in each procedure. And, not least of all,

each brings the pupil into contact with creative potentials--both within

hiinself and “* the medium through which work is being done.

Among other adjunctive methods, writing ﬁherapy is probably the
o

most closely related to bibliotherapy. The use of writing as a therapy
is well-documented. To pursue mental health objectives through writing,
various writing styles can be used: autobiographies, diaries, letters,
open-ended questionn;ires, verbatim regordings, and certain literary
compositions--such as poetry and self7directed themes or essays. The
use of therapeutic writing in the classroom derives from the rationale
that practices in modern society iqﬁgeneral and school in particular
starve people of op rtunities foy‘working out self-identity. This is

a denial*of the fundamental effoft needed to confirm for each person tnat

he exists, that he is alive and whole, and that he feels strong enough,




good enough, ‘and confident enough to continue to exist. Writing in
the classroom can be seen as one way in which each student can build
and confirm for himself a personality which is distinct from his peers.

Through therapeutic writing a person can learn to present himself to

the world as the distinctive person he is. The skillful and imaginative

0

teacher will have little difficulty in grasping the relation of
bibliotherapy to therapeutic writing, and he will be able to use them

in cmﬂhimentary ways for attaining mental health goals-in the classroom.

N

. For the teacher who.wishes to Lse‘bibliotherapy in the ciassroom,
there are at least three prelimina.y, practical steps“to be taken.
Probably the most sensible first step is to build a woi g personal
library on bibliotnerapy'methods and materials. Second, is the aioé:ion
of functional taxonomy of problems as ekperienced’by pupils. A third
step is to begin compiling readings which relate:to each category in the
taxonomy of life concerns. Forgunately, there are already a number of
taxonomies which have been putlished together with suggested readings.
However, most teachers who undertake bibliothefaéy serioﬁsly, will
probably want to modify sicii compilations to satisfy their 6wn werking

~
and reading preferences and coﬁt@xts. Examples of helpful compilations

"
are: ~

Carlsen, G.R. Books and the teenage reader. New York: Bantam
Books, Inc., 1967.

Crosby, M. Reading ladders for human relations. Washington, D.C.:
American Council of Education, 1963. :

Horn, T. and D. Ebert. Books for the partially sighted child.
Champaign, Illinois: National Council for Teachers of English,"
1962. ‘

\

Porterfield, A. Mirror for adjustment. Fort Worth, Texas: Texas
Christian University, 1967.

3
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Topical categories for the ifirst three of the above are given in

-~

Appendices A, B, and C of this paper. In addition to these compilations,
there are numerous other references on bibliotherapy. Two which are
especially helpful are: . o

Bibliotherapy: methods and materials. Chicagc: American Library
Association, 1971.

e

Zaccaria, J. and H. Moses. Facilitating human development through.
- . reading. Chicago: Stipes Publishing Company, 1968.

We will conclude with a list of guidelines for ~hers under-

.taking bibliothe "apy:

1. Are you familiar with the material which your pupils may be
considering?

2. Are you engaging pupils in mutual selection? Don't impose!

3. Are potentjal reading materials visible, available and tree?

4. Are you se;rching for interest-arousing reading materials?
Shorter is better than longer!

5. Are you keepiné in mind -the individual stuﬁent's reading lewel
and p#ssible disabilities?

6. 1Is informational material up-to-date anq accurate?

7. What are you doiné about your own communication skills?
Listening? Empathic responding? Withholding judgment?
Effective questioning? Ability to deal with feelings?

8. Are you providing an’opporthnity for individual and group
discuss;ons on materials read--at a time and place convenient
for your pupils?

9. llow is your relationship with the school or district librarian?

Have you got their cooperation on bibliotherapy yet? They may

- 133 -

‘ | 139




get involved with book displays, annotated book lists, help
you by supplying references, even films, records and pictures!

10. How are you relating your efforts to the rest of your class-
room activities and to similar efforts of other'teachers in
your department or building? Are your efforts in concert
with those of special teachers, fhe school counsellor or the
school psvcnologist?

11. How ahout a therapeutic reading groi ' in the adult education

section of your district or in the local community college?

What about book talks and story hours at the local library?

-

Karen Horney once wrote, ''Fortunately, psychoanalysis is not the
only way to resolve inner conflicts. Life itself remains a very
effective therapy."3 And two of the most important elements of
therapeutic living are insightful reading and thoughtful, caring
discussion. Bibliotherapy is addressed directly to these two
fundamental elements thus providing the skilled and prudent teacher with
valuable principles and techniques for assisting pupils to reach mental

health goals within the context of the classroom.

3Horney, K. Our inner conflicts. New York: Norton, 1945,




APPENDIX A

Topical Categories of Booklists (Annotated) in
Books and the Teenage Reader by G.R. Carlsen

. New York: Bantam Books, Inc., 1967
Category Pages
Personal Advice - 16~ 20
Hobbies 20- 21
The Adolescent Novel
A. Girls' Stories 58- 60
B. Sports 60~ 61
C. Animals 61~ 62
D. Stories of Olden Times 63— 64
E. Science.Fiction . 64~ 65
F. Foreign Cultures . . 65- 67
G. Cars 67~ 68
" H. Adventure Stories 68- 69
I. Mysteries 69~ 70
J. Vocations 71- 72
K. Moral and Ethical Problems ’ - 72- 73
The Popular Adult Book 85- 94
Significant Modern Literature 112-117
The Classics
A. The Ancient World 130-131
B. British Classics 131-133
C. World Classics 134-135
D. American Literature 135-137
) Poetry
' A. General Collections 147-148
B. Large Collections (Browsing) 148-149
C. Modern Poetry 149
D. Humorous Poetry 149-150
E. Storytelling Poetry 150
F. Single Long Narrative Poems 150
G. Collections for Specialized Interests 151-152
H. Foreign Poetry ) 152
Biography : )
A. Collected Biography 164
B. Biographies Especially for Adolescents 165-166
. C. CUnusual Lives 166-167
D. Classical Jiographies 167
Non-Fiction
A. Personal Experience 180-182
: B. Social Sciences 183-186
Suggested Reading for the College Bound
A. Miscellaneous 191-200
B. Fiction and Poetry . 201-203
C. Drama 204-205
¢« D. Non-Fiction 205-206
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APPENDIX B

Topical Categories of Booklists (Annotated) in
Reading Ladders for Human Relations by M. Crosby
Washington, D.C. ACE, 1963

/

Topic ‘ Leve. Pages
How It Feels to Grow-Up
¢ Primary 42- 46
Intermediate 46- 50
Junior 50- 60
Senior _ 60~ 64
Mature 64~ 66
The Individual and the Group
Primary 69- 73
Intermediate 73- 77
Junior 77- 83
Senior 83- 86
Mature 87~ 88
The Search for Values
Primary 91- 94
Intermediate 94- 99
Junior 99-107
Senior 107-113
Mature 113-116
Feeling at Home in Our Country
Primary 120-124
Intermediate 124-129
Junior 129-132
' Senior . 132-135
- Mature 135-137
Feeling at Home in Other Lands
Primary 137-140
Intermediate 140-146
Junior 146-150
Senior 150-153
. Mature 153-155
Living With Change
Primary 158-161
o~ Intermediate 161~165
Junior 165-170
Senior ’ 170-175
Mature 175-178
Living as a Free People
Primary 181-184
Intermediate 184-192
Junior 192-199
Senior 199~-203
Mature 203-206
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APPENDIX C

Topical Categories of Booklists (Annotated) in
Books for the Partially Sighted Child by
T.D. Horn and D.J. Ebert

Champaign, Illinois: NCTE, 1962

Part Category

I Non-Fiction
A. General Works
B. Workers and Their Work
C. Fun and Games
D. Biography

II Fiction

Action and Adventure

Animals Stories (Non-i~r<e)

City Life

Farm Life

Folk Tales and Fantasy

Horse Stories '

Sea Stories .
Early America

Home, School, anc Family

HIENQOTMEOO W >

III Easy Books

Animal Stories

City Life

Community Helpers

Farm Life

Fun and Humor

Poetry

Home, School, and Family Liﬁf

QmMA OO WwW >
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Pages

30-31
32-33
34-39

45-47
48-49
50
50
50-52
53-54
55-56
56-59
59-60

65-68
69
69

69-70

71-72

74-75

75=77



YOU DON"T HAVE TO BE AN EXPERT....
SOME THOUGHTS ON THE USE OF ROLE-PLAYING
IN THE CLASSROOM
Judith Koltai

University uf Victoria

"What a dangerous activity reading is: teaching is. All

this plastering on of foreign stuff. Why plaster on at all
when there's so much inside already? So much locked in? 1If
only I could get it out and use it as working material. And
not draw it out either. If I had a light enough touch it would
just come out under its own volcanic power....Uasentimental and
merciless and shockingly beautiful,.."

(Sylvia Ashton-Warner)

These are the words of a teacher. I read on and, as I do, the
words resound with a familiar echo inside me. I could have said that.
I have thought those thoughts and felt those-feelings. I am a teacher,
too. I understand. And now, immediately, there is a bond between me

and the written word which makes my reading intimately personal and

deeply meaningful.
[ |

Understanding through my own experience is the bond that unites
me with everything that is not me. It is the ;ath that brings me into
relationship with the world of others. I live in my life space which
looks entirely private and personal to me. But my private world .

)

overlaps with millions of other Private worlds in many ways. It is

also very different from other private worlds.

When I role-play, I step into another private life space. I try

to see things from someone else's point of view. By realizing what is




v

similar or common between this other world and mine, I discover the

deep bond through which relationships are built. By experiencing
differences, I enlarge and widen my own world. [ may also begin to see
differences notgas threats to myself and my values, but as new
possibilities for learning. I am, then, more likely to approach

someone different than me with tolerance and a desire to understand,
rather than with suspicioﬁ, hostility and defensiveness. From another's
point of ‘view, I can also see myself as others see m; and thereby

have a clearer understanding of how I affect others and why they behave

towards me as they do.

P I experience myself by moving, acting and interacting in the world.
I experienc;'bthers by hearing them, seeing them, reading about them.
Hearing, seeing and reading satisfies the mind. In order to bring
about meaningful organic understanding, my "intellectual" side has
to be extended into an experience that touches my body and heart, as
well as my mind. Role-playing is a method through which such an
extension can happen. The ancient wisdom of a Chinese saying expresses

it this way:

"I hear and I forget; I see and I remember; T do and I understand."

When I ask myself 'What is it like to be blind?', I can get an

answer to my question in two ways. I can géther information through
questioning, watching, reading about blind pecple. Another’ygy/is to -
close my eyes or blindfold myself and try to walk ;round in a room or in
a busy street. The first method would possibly satisfy my curiosity

for the time being. The second way would provide me with a deeply
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lasting experience which, most likely, wculd affect my future ways of
relating to blind people. However simplified, the above example

clearly illustrates the function of role-playing.

The experience is scientifically intangible, it is transitory and
difficult to define in terfis of measurable "progress". Yet for those
wno are concerned with *tne joyful and meaningful growth of the whole

human being it is nevertheless a valid experience.

Creativity is the essential ability of man which distinguishes

him from the upper primates. It is the ability which enables him to
overcome the limitations of his brain, his body and the material world.
Role-playing is directly :2pendent upon creative imagination. When
actively practiced, it also enhances and stimulates creativity. When
we pretend to be someone else, we learn to appreciate another's point of
view and this is a vital part of the organic process of 1iving and
learning. It is the way in which a young child tries to grapple with
things *he does not comprehend. It is his moét organic and original
method of learning. Ultimately, world peace depends on the ability of
people to accept and respect basic individual differences. If
education is to enable human beings to further enhance their highest

human qualities, this basic potential must be accepted and encouraged.

For the concerned classroom teacher the question then is: "How do

—

fﬁdo it?" Many wonder if they need to have special training and acquire

Y

expertise before they can venture into using role-playing as a safe
and appropriate activity in school. The fact is that role-playing is

not a new technique. Neither teacher nor child need to learn it.
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Pretending and play-acting are activities we have all engaged in at

one time or another.

-

The role of the teache; is to expand this 1nherept and natural
activity into a constructive and insightful experience. In order to
do this, the teacher must possess certain personal qualities., But
these are not'unique to the rzye-playing situation. They are qualities

which most teachers strive for all the time.

For one thing, the teacher must be an open and spontaneous human
being. He must be trusted by the children in his ¢lassroom; his
sincerity must not be doubted. Children must feel they can confide
in him without fear of being betrayed. He must look upon the concerns
of other people, regardless their age, with care, respect and genuine
interest n;'matter how small or insignificant the problem seems to him.
Children need to feel accepted for what they are iﬂ his presencel

Suggestions for change must come as encouragement and support rather

than biting criticism.

Many teachers who possess these qualities are reluctant to engage
in role-playing activities becayse they fear such activities will
weaken classroom discipline. Some feel they need to have deep
psychological knowledge in order to deal with personal and emotional
issues. These concerns are understandable, but there are many ways

in which the interested teacher can resolve them.

One way is through self-education. A teacher may gain considerable
knowledge and understanding of role-playing strategies by consulting

I
various literary sources. Another way to learn about role-playing is
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by ‘attending various inservice workshops. -He{e one may observe

and practice manv role-playing techniques.

B

But even aftgr reading and ecxperiencing, soue teachers feel
hesitant about their ability and competence to .ctually get started
in their own classrooms. One of the most important ways to overcome
this initial hesitancy is not to expect too much of yourself or the
children. Begin with short sessions. As you become more experienced,

the activity may be expanded accordingly.

Student concentration and absorption are essential objectives in
any role-playing activity. To prepare children for a role-playing

activity, it is sometimes helpful to devote a few minutes to simple

” .

concentration exercises. They may be encouraged to close their eyes
and listen to sounds outside the room, inside the rocm or to the sound
of their own breathing. The imagination can be brought into action by
suggesting that they try to visualize what is causing the sounds they
hear. Later this might be drgmatized. For example, if a voice 'is

heard from outside the tlassroom, the children might be asked to

2

imagine the person the voice belongs to, and then sit, walk or gesture

the way this person would.

Next, simple charades and warm-up exercises might be introduced.
Make sure everybody is working at the same time. Many children need
to practice without being watched by others before they can feel

!

safe in presenting themselves in a role.

No matter how simple the enactment or how humorous, always encourage

sincerity and absorption and discourage the showing off of so called
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dramatic talent.- The concern of the‘tbacher should gé to promote
genu}ne and insightful experiencing on the part of children, and

not with the, maintenance of,"acceptablegiﬁehéGior.‘ It may be
nécessgry to tolerate some "bad'" English and) perhaps, some coarse
language - but only if it is geﬁuinely part of the character explcred
and not a simple a;tention—seeking or testing device. A sensitive and
accepting teacher will soon 1eafn to differentiate ‘between the two

uses .

Skillful questioning is a key device on the teacher's parf. Pay -\
attention to detail. Ask questions about the character's appearance, ‘
bodily mannerisms, voice, clothing, environment, etc. After the
Qﬁj%rnals are established, ask quesgions which explore inner motivation.
("Show me why your character does this.", rather than, 'What is he

doing?") Ask what the thoughts and feelings.of,the character are while

.
.

the child is performing the action. Accept the child's interpretation
don't impose your own opinions and motivations.
The teacher's most important fuéz:;on during the role-playing
session is to listen and wa or the relevant cues from the childien.
He must allow each child to be his own director. But whenever the 'actors'

have difficulty in starting, or if they 'get stuck' during an enactment,

a teacher may use his own skills to stimulate action.

The non-participating members of the class may be encouraged to
ask questions of, or make suggestions to, th%'actors. This procedure
may be Helpful in maintaining their interest. It is also important to

-

follow up the enactment with discussion so that those who watched will

- 143 -

+4J




have an opportunity.to share their own thoughts and feelings about the

problei.

v
.

-~ .
Selecting the problem S;Lﬁ%tion is a decisive step. Whether or
not the children are involved in this decisidn, it.is essential that

they sece the problem as relevant and ﬁeaningful to them. Selection of .

-

the problem may depend on the needs of the individual~learners as well

R as the specific educational goals of the teacher,

In order to develop better understanding of oneself and othprs,

- the teacher may select a problem which is'§ersonally relevant to one
or several children in the classroom. An example might be the
N /

prcblem shyness in the classroom. Children might enact various °

.

: situations in which they feel personally shy or embarrassed. Later

they could try out various ways of behaving to lessen such‘anxiety, A
T
| general discussion might follow about what makes pegple feel shy. Is

shyness only a problem for children? Do you know any shy adults? How
N A

. * do you know someone is.embarrassed? What can you do to help them feel
)

"

more at ease?

N

/7 . .
Another gfoblem which might be examined is that of individual

'y differences among people, Role-playing may help the child to be moré

-~

accepting of others. By seriously enacting the role of someone who is

very diffcrent from himself, the child may ;ain insight into the
Yy ¢

feelings and motivations of himself and othirs.

Interpersonal problems such as fightirg or stealing may be

-
N

esamined in a role-playing sctting. The purpose may be. to help the
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child to finq/an alternaf@ve solution to his problem. For example,

it might be instructive to enact a situation where two people get into

a fistfight. (It is helpfpl to practice mock-fighting under controlled

circumstances such as slow|motion or t» drum beat before hand.) This

might be followed by questions to stimulate discussion. How do you feel
\

after the fight? About yourself? About the other person? Can you

replay the situation and find an alternative endihg?

Social issues are usua..: deep concern, particularly to
teenagers. New social relationships and situationps can be enacted
and explored i1n a safe and suéportive environment where concerns are
shared L. This will holp stude~ts gain confidence and spare them
much discomfori in real life situations. Problems such as: sclecting
your guests for a party, taking —our girlfriend out for a meal,
resolving disputes with parents, and so on can be dealt with in a
role-playing setting. The outcome may be that the participant

)

learns more appropriate social behaviors.
\

7

Injovmeat in leaming can be stimulated through enactment of topics
1 - .l Stadr s end literature.  An issue might be
Sres. s s Sthoa: o "aut is invelued in making a decision if

you arc the head of a state or country? How do you_feel about being
responsible for the fate of thousands of people?". Perhaps a |
description of a situatiorn will spark a role-playing activity: "You
have read about skyjackings in the newspaper. Enact such an event,
Discuss the feeiings and thoughts of the people involved in such a

situation." Another is 1e might be the actions of Arab terrorists
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and the decision of the Austrian government to give in to their demands.
Such a situation might be enacted from various points of view and be

contrived to lead to different endings.

Reading and the enjoyment of literature can be greatly eahanced
by the use of role-playing. A teacher might choose to enact a
story read in class. ‘the story of Romeo and Juliet can be a departure
point to explore such problems as inter-racial or inter-faith marriages,
or parental disapproval of their childrens' friends. The result may

be that children will find their reading more enjoyable and meaningful.

Role-playing may enrich and enliven any reading activity.
Depending on the age and ability of the children, the nature of the
reading material, aund the specific educatinnal goal, the teacher may
choose to simply have the children 10le-play the characters and
enact the situation. Or he may translate the conflict or problem,
into a situation which is t..iliar to the children. The role-playing
session may precede or follow the reading experience, depending on the
specific needs of the children and the goals of the teacher.

It 1s hoped that th. uygestions and exanples presented here'will

' o

encuurage teachers to utilize role-playing activities in their

\
y

\classroome. A list of basic readings is included here to help the
\

\
\mteresced teacher get started. Yes, it can be a fisky venture but it

i¥ a risk wqrth taking if one is committed to an instruectional approach
in which acceptance .nd understandiug of each individual's uniquencss are

guiding principles,

?




SUGGESTED READINGS e

Barnes, Douglas. '"Drama in the English Classroom," National Council of
Teachers of English, Illinois, 1968.
1

This discussion, based on work done at the Anglo-American
Seminar on the Teaching of Englisih held at Dartmouth College ;
in 1966, places drama and dramatic experiences within an overall /
conception of the activities of the English classroom. It assumes
‘ that the central task of the Epglish lesson is to help the pupil
N use his native language to deal with his experience both as an
individual and as a participant in groups.

Chesler, Mark and Fos, Robert. '"Role-playing Methods in the Classroom,"
Science Research Associates Inc., Chicago, 1966.

This booklet discusses the theoretical background of roie-playing
and gives a step-ty-step discussion of how to use role-playing in
the classroom. There are sample role-playing situations;
suggestions on how to get started; advice on when to be cautious;
discussions of the appropriateness of role-playing for children
of various ages and backgrounds; and case studies of groups of
teaciiers and students using role-playing uader a variety of
circumstances and for a variety of reasons.

Haggerty, Joan. Please Miss, Can I Plav God?, Methuen and Company,
London, 1966.

Miss Haggerty describes her experience using drama with British
slum children and shows how, in spite of many difficulties,

the mob of dirty children slowly learn to discipline themselves
through their involvement with '"making plays'. Written with
warmth, compassion and deep sincerity in a very enjoyable style.

Shaftel, ¥ R, and Shaftel, G. Role-plaving for Social Valucs, Prentice=tlall, Inc
Longlewood Cliffs, N.J., 1967, h

This -book concentrates on the use of role=plaving to e<plore

., roup behavior and the dilemmas of the child as he scarches for
- his identity and personal values. A series of story situations
are included together with suggestions on how to utilize them
for role-playing purposes.' The stories purposelv deal with
typical dilemmas of childhood‘qnd early adolesce. ce.

Way, Brian. Development Through Drama, Longmans, London, 1967.

The book discusses both theoretical and practical issues with regard
to the use of dramatic methods to facilitate an education which
conceras itself with the fullest possible development of the whole
person. Full of good ideas and very specitic practical

suggestions. A valuable resource book.
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LISTENING AND THE CLASSROOM TEACHER
R. Vance Peavy /

University of Victoria

Nearly all studies of usage ratios between written and oral
communication show listening to be the most important, in quantitative
terms, of the four basic communication processes: reading, writing,
speaking, and listening. The average adult spends about AS%vof his
waking time in listening activities while galking, reéding, and writing
take 30%, 16% and 9% respectively. The two adult activities which
are most used in daily liQing——speaking and listening--get very little
systematic attention in school. Most speech experience is extra-
curricular or given meagre/attention in language arts or literature
and writing courses. Listening education is even more scarce. Music
teachers, language arts teachers, and the occasional” teacher who is a
model of good listening provide most of the“listening instruction
in schools. Dr. Harr& Coldman concluded an 1mpressive study at
Colurbia Lniver: ity with the remarks:

n oour societv, reading and listening constitute the basio tool s

ot learniny as well as the prime media of social intercour-:

In the fulfillment of these roles, the importance of reading has

never been questioned. Recently,...listening is receiving

increased attention. !

Wwhy has listening receivéd so little attention in formal education?
Certain false assumptions which have been widely held in educational
circles have operated to obscure the importance of listening training.

Five of these false assumptions are:

l. Listening is largely a matter of intelligence. There is a

relationship between listening and measures of intelligence.
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gyof the school population.

However, when language factors are controlled, the correlation

is limited, to say the least. Listening score correlation

coefficients range from .36 with the group intelligence scores down

to .22 with the use of individual intelligence tests. Coefficients of
this low order suggest a weak relationship between listening and
academic intelligencg. Further, it is not uncommon to find individuals

of high intelligence with extremely poor listening skills.
i

2, .Listening is based on hearing acuity. While a minimum of

phvsiological hearing is necessary for listening, the facts are that
only 3 to 6% of the school population suffers sufficient hearihg loss

1

to impair classroom learning. Low listening skills afflect about 957

3. Ve practice listening every day s0 that we don't need formal

training in listening. Studies point out that we practice and reinforce

faults in listening more than listening skills. Variation in listening

comprehension in the school classroom is at least as variable as reading
compreiiension, Develeping listening skills is a curriculum problem a

RS N aad a teaching problen,

<. oot noad an anediyg . v to listen,

The best way to_learn a s<ill is direct praci.. - an that shill. "Good

listening habits are taught, not caught.”

5. Learning to reaa 1s more important than learning to listen.

This is a widely held assumption and probably the rost significant
and detrimental false assumption of the five I have listed. Virtually

all interpersonal living--family living, [riendships, work relationships,
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and professional conduct such as teaching, social work, religion, and
recreational activities, are based primarily on listening. Further,
important political actions such as voting are based on opinions
derived from radio and television listening rather than reading.
Children gain virtually all of their political, economic, and religi;us
beliefs by listening to television and to the adults around them.

Peer group psychology and adolescent development is based on person-

to-person talking and listening.

Careful reading of the literature on listening tells us that many
factors outside of intelligence determine listening performance; and
that we are much more significantly influenced by what we listen to

than what we say, read or write.

We might as well face the fact that every teacher is a teacher of
listening. Many teachers teach more listening faults than listening
skills. What teachers need is not blame for overlooking systematic
teaching of helpful listening skills or blame for teaching faulty
listening habits; they need training fqr themselves in the art and

science of listening.

Probably the most effective method we have for ... tuaciing of
effective listening skills is to be good listeners ourseives. No
teacher just naturally becomes a good listener. Listening is learned.
Just consider the act of asking a question of a child in the classroom.
Do we really carefully listen to the child's answers--or do we just

check to see if he gave us back what we wanted? A teacher rarely
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asks a question in the classroom fcr which she does not have an answer.
This is precisely what she has been taught to do. Actually, the
practice of asking children questions for which we have predetermined
answers is a method of showing the ignorance of the one being asked.

-
Teachers must recognize that communication is a two-way process.

Careiul classroom listeners are patient and they allow sufficient time

listen together,

A classroon listening atmosphere is free of emotional tensions
and aggresiveness and it combines enthusiasm with an unhurriedness.
Competitive activities reduce the possibilities for listening. Seats
in rows are not conducive to listening--small groups are. Listeniaz

corners with materials children want to listen to, and discuss, are

needed to encourage a listening-sharing-learning process.

Classroom listening experience should encompass a wide range of
experiences. Children like to listen to distant sounds in the street,

to footsteps in the hall, to sounds of their own bodies and to sounds

made by various objects. Thev live bt otis' oo to fipros G s,
They listen to music, especially if thev aice 110500 oo ome
ausic of their own cheosing.  lhov il b . S

especially if they are given improvising, role-playing, or dramatic

variations to play with in the realm of humun veice.

to

Many children respond to speech listening activities such as reading

0

and listening to one's own poetry, making spceches and reacting to

speechrs on the basis of what has been heard.

%

Lasic tool for listening. A basic took for listening is feedback.




Feedback is the process of returning a person's message to him so that
he knows that you understand (or don't)., Feedback messages typically -
begin with such statements as: 'What I hear you saying is...",
"The message I'm getting from you is....", "What [ understand is...."
Feedback is not evaluation. Feedback does not judge. Feedback does
not correct. ’Feedback does let the other person know (a) that you are
listening to him, and (b) just what message you got from him,

Feedback example:

During gym, a boy refused to jump into the water. '"The water is
too cold, and T don't feel well.,"

Teacher feedback reply: '"You don't feel well and the water scems
cold. You wish you didn't have to jump into the water today."

Non-feedback reply:

"The water is fine. You are the one who is all wet. You've just
got cold feet--next thing you'll probably be c¢rying like a baby. Around

here the rule is in the pool or down to the principal's office."

~

The feedback reply cormmunicates respect and acceptance of the
message.  Resistance is diminished.  The boy's message is taken seriously
41d e is not blared nor attacked.

an caample of request for feedbacl:

1" N

Teacher: "0.K., bBlucbirds, please open vour notebooks to cucrcise
2% and do part two on a piece of scrap paper--check with me before

woing to part three. Susan, I'd like you to tell me what vou heard
3 & ’ y A

11
e 5dy.

in this example the teacher is askinz for feedback. She is JJking

Susan to give back her message on instructions.,
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In tle classroom, a teacher can take a number of steps to promote
listening by using feedback herself and teaching children to use

» feedback. /7

Step 1. Let children know that you want feedback. Unless this can be
conveyed in a genuine way children will not respond. A teacher who
requests feedback on her performance, on her own communication, even

on her person, must be prepared for child;en's responses., For a child®

. l to give feedback he must know that hé‘wiii‘not*begcritieized;—deba{ed———‘—ﬁ————-—

- with, attacked or ridiculed for giving feedback.

Step 2. Identify what you want feedback on. " Receiving feedback on
instructions is one thing. Getting feedback on how your voice sounds
is another. Indiscriminate feedback often deteriorates into complain-

ing, «personal grievance-giving or idle talk.

Step 3. General classroom feedback sessions should be planned.

lmlesive group feedback sessions which involve many or all of the

children in a classroom are not as effective as sessions which are .
regularly scheduled and prépare& for. Both children and tcacher .. ed

to agree on which main aspects of classroom activity are to recelve

feedback.  Feedback is always from person to person. liowever, iu d

classroom many children may want to give (and receive) feedback on the

same topic.

Step 4. Encourage feedback by using silence and by using verbal
cncouragement. If a teacher wants a child to react she must be willing

to shov patience and remain silent.  Sometimes gentle, encouraging
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words such as ''yes," "have you other thoughts," etc., will encourage -
ré

"the other person to react with feedback.

’
°

¢

Step 5. A skilled feedback-user pays close attention to non-verbal

y<

replies. "He smiled with his teeth but not with his eyes." We

often react to another's messages with gesture, posture ...l wovement.

3
‘

Step 6. Ask open-ended and clarifying questions while avoiding

"fact" oriented questions and "Perry Mason" quizzing. Stop asking

"Why?". "Why" questiors put the other person on the defensive--they
lead to justification,Aexplanations and rationalization. They do not
elicit feedback. Inétead try to use "What?" questions: ''What are your
thoughts?" "What I understand is....Is that what‘you mean?" and "How?'

questions, '"How do you mean", "How does that work?", "How I hear that

is..u.
Step 7. Use statements that encourage feedback. 'Can you say more

about that?", "You feel that...', 'What I understand is...."

Step 8. Reward feedback. Express your apprcciation. Point ~ ' ¢

feedback helps you. Give feedback to individua! childien--this tells

each child that iou.are listening to him, that you value under-tanding, .
and that you are involved in what has importance to him. JAccurate

feedback promotes active listening.

2
L
Listering serves two fundamental purposes. The first is to

secure information. Listening tells us what is going on or how
something is happening. It is estimated that 98% Sf our information

comes to us through our ears and our eyes. When we listen to a person,
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we usually also look at him. Thus intense listening includes looking.

A great deal of classcoom listening is the receiving of information.

The second primary goal of listening is that listening provides
emotional health and well-being. To be really listened to is to be
healed. Almost all therapeutic practice rests on deep listening.
4400 years ago Ptahhopet, a pharaoh, instructed his staff thusly:

An official who must listen to the pleas of his clients should

listen patiently .and without rancor, because a petitioner wants

attention to what he says even more than the accomplishing of
that for which he came.

Modern workers in human relations know that when an individual has one
friend who will patiently and non-judgingly listen to him say just what
it is that concerns, puzzles or troubles him,-then his whole outlook

on the world can find relief and take a turn towarés health.

The children of a classroom (and the teachers in a school) are
social beings. Their daily lives are influenced by emotional conflict,
misunderstanding, fears, hopes and needs to be loved and accepted.

v

Therefore therapeutic listening should not pe missing in a school.

Moreover both children and staff benefit from careful, non-evaluative
listening. A few guidelines which help us in therapeu&ic listining, afe:
1. Be quick to spot a "troubled" pcrson; Unusual quietness,

loud laughing, tears, unruliness, looks of deep.sadness, behaving in
distracted fashion, inability to respond--all are signs that careful
listening is called for. Our first thought here is to provide an open
and empathetic ear.

2, Pay attention. Listen to the person, look at the person, try

to hear completely and accurately just what he is saying. Don't allcw
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yourself to become infected" with strong emotions such as anger,
sadness, bitterness, but let them flow by and catch the message of
the other person.

3. Confine yourself to three types of response: (a) encouraging

Younds such as "yes," "I see," "Uh-huh," "oh'", (b) silence and head-
nodding--try patient silence, "thoughtful heﬁa nods," keeping a
receptive posture and attentive face and gaze, (c) feed-back to the -
person what you hear him saying. By paraphrasing or reflecting, give :
the person back the message which you get from him.

4. Do not quiz or probe for more facts. Therapeutic listening is
not aimed at getting additional information. It is aimed at accepting -
feelings, clarifying and Understanding. Inquisitive questiors , -

communicate to the other person that "I am curious.' What is needed is

the communication that, "l am listening and understanding,” not~*I am

o
~

curious."

—

5. Refrain from evaluating what the speaker says. No magtef how
peculiar or unfitting the speaker's words seem to you, it is imperative
that you as listener suspend your Jjudgment and keep fro? passing a moral
evaluation. In mo case should the listener give advice even when advicg

assed for.  In the case where a listener feels compelied to give his
opinion, every effort should be @ade to make clear that it is just that: .
his oplnlon. One person's opinion does not ‘hecessarily fit any other
person’'s frame of mind or p;;dicament.

6: Finally, the therapeutic listener keeps faith in the speaker's

ability to solve his own problem. 7By listening, one person provides

another person with personal working space within which he can gain

perspectives, wrestle with his dilemmas, and grow toward solutions.

\ -
It i{s extremely important to remember that the listener provides




N\

listening. Careful, patient listening is core of human caring,’

. g .
responsiveness, healing and respect.

I have done a bit of informal research into what characteristics

N -

school chihdreq find most distasteful in their adult “listeners. Briefly,

H

these are:

1. Condescension. The teacher talks and listens "down" to the

student. '"The teacher hears my first few sentences and tells me what
is wrong with what I think or what I'm doing." 'Makes me ‘feel that I'm

the stupidest kid in the world." '"Tells me I'll know better when I'm

older."
2. Interruptions. '"The teacher asks me what I think--just as
- 2
soon as I get started she interrupts me." " "I want to be listened to,

not lectured to."

3. Subsqitutiohs. The teaéher, rather than 1isteniné’to the child )
tgxls ﬁim that he should be thinking or doing something else. ‘'When
I—;et into the communication game with my teacher, I feel like he
sends in the substitute team every time 1 get started. I never get to
follow up what I really want to talk abont, I end up having to follow

his lead.” "de is always telling me about his o.n experiences."

4. Conditional receptivity. "My teacher is pleasant and listens

until I bring up something he hasn't thought of or doesn't waht/to

talk about. Then he switches on the nasties--our conversation cag flip
from pleasant to unpleasant just like that." "If I'm not going to buy
his product then his listening switches right off."-

5. ,Phony attitude. ''When my teacher is listening, if I stgrf

talking about something he doesn't know much about, he pretends to know
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_truly believe’that the teacher whé learns to use the basic tool of

all about it. Right then I kaow that he isn't listening--he's just ,
on a siatus‘trip."‘ "Often in class a kid is talking and the teachét

is listening. Sudderly the teacher breaks in and corrects or tops the

-

kid--she is always pretending to know more than she really does."

&

On the other.hand there are certain characteristics of the

[t

teacher-listener that‘ﬁany children and adolescents like:

A
1. The teacher recognizes that I have a ~roblem, and is eager

»
to listen even if he can't{do anything about my problem; .
2. He remembers me and recqggizeﬁrme as a person--not jlust one
of those knotheads. . *
3. He listens-—he doesn't pressure me--he i'sn't always on the run,
looking at his ﬁatch, shuffliné papers, being impatieng; g T
4. le is f;iendly, seems glad to see re--he will listen to me
just talk without giving me advice or correcting me; o
5. He asks me questions téat help me~think about things I Hadn't o

thought about before.. I don't feel quizzed by his questions--he

o ¢

actually seems interestad in me.
CCNCLUSION

My expetience of fifteen years in‘educationkand cherapy has
taught me that listening is the closest thing to magic which we humans
have. Many of us havé not learned effective listening.skills. For this

»

H%ficiency we should not be blamed, rather we should be trained. I

féedback both in informational and therapeutic communication wiil have

¥

taken a great step toward listening effectiveness.
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There are many sub-skills which toy ‘ther constitute careful /
- listening. To 1ea¥é¥fhese we need supervised practice. I am in *the
husiness of educating for listening. I have‘little faith that what I

write or what others write about .istening will bring on any great

changes in listening behavior. I believe that teachers, principals,

parents who actively participate in Workshop or 'doing" learning can
radically improve tbeir listening skills. To develop listening skill
means both to unlearn faulty habits and to acquire new, effective

j: . behaviors. To do this we need the help (feedback, mainlv) of like- -

minded persons who are receptive to learning by doing.

To me one of the greatest benefits to be gained by improving one's

\

owu listening skills is that one becomes a healthLy model for young,
imitative learners. In thic sense, one's life becomes a coustant
source of healing and growth for others. I will close with an actual

poem written by a student who appreciated his teacher-listener:

\

A POEM TO A TEACHER*

I cannot write poetry, yet how else
can I tell. )

How tell of this man among men--
not tall, not fair;

. Brir~ing no gifts, speaking no harsh
words.,

How tell of the miracle he wrought:
the loosening of the cords binding
my soul, the cutting of the
strings which draw tight the
shutters of my mind.

How else can I tell you of his
listening heart.

*Taken from: Ginott, H. Teacher and Child. New York: The Macmillan
Company, 1972, p. 316.




INDIVIDUALIZED READING: THE FIRST S1X MONTHS

Theodore 2. Mork

Western Washington State College

Active pupil involvement. Constant strjving toward individual
/
productivity in rea?ing and language. Careful, continuous, cooperative
planning and evaluation. That's the first six months of an Individual-

ized Reading Program.

I have been asked often where and how I would begin in setting up
én Individualized Reading Program. Let me start by saying that there is
no single way qu every Individualized ﬁeading Program to begin, since.
not every progr#m is identical nor does every - ‘:acher operate in the

]
same way. (It }as often interested me that we teach prospective and
in-service teaqhers about. individual differences igpchildren and that we
must acrommodatk those differences, and then we cl»se our eyes to the

notion of indiv&dual differences as they might exist in teachers, and

expect tnem all to teach the same way.)

\

I am saying ﬁhat Individualized Reading Programs may differ from
teacher to teacherx_ However, in Individualized Reading Programs there
\
should be several elements in common. Stating those elements will

\

clarify my view of wﬂkt Individualized Reading (IR)is or 1is not and will

\
| provide a common understanding of the program we went to begin.




O
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First of all, IR is not necessarily one-to-one teaching. 1t may
be, but it must go bevond that. Obvicusly, there are many activities
or learning experiences from which many or all children in a given \
“
class can profit. Ty/try to thchtthe same specific skill one-at-a-
time to several ;hildren who are about equally ready for it is grossly

inefficient, and hardly defensible. IR includes whole-class teaching and

small-group teaching as well as one-to-one teaching.

Second, whether the teaching is large-group or one-to-one, there is
a strong element of self-sclection. Reading material is chosen by the
child, altnough occasionally with some assistance from the teacher to
help improve the ability to make wise choices. In group discussion, as
well as in one-to-one situations the element of choice and self-
selection is evidenced in the childﬁs responses.  In other words, we
are talking about a situation in which the teacher's questioning is open
1

cnded, so there is seldom a single "rieht" answer. Instead, ‘an
bl o o bl

honestly offered answer 1s accepted.  Some are refined... Some later

*r
rejected for various specifis reagons. Otliers are dee;cd, The child
is given the opportunity to respond as an individual. He learns that

his idea 1s as acceptable as anyone ecise's. 1'11 have to clarify this

point later. Suffice it to say here, that LR rests strongly on self-

sclection of reading material, of responses in group discussions, and of

responses given individually in wltiting.

Third, Individualized Reading includes periods of sharing in which
children share, under tcacher direction, certain of their books and what

they have done as activities with their books,

~ 1nhl -
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Fourth, the majority of word attack skills and comprehension skills
ars taught briefly and then practiced extensively in children's silent

reading, in writing, and in conferences and whole-class discussions. .” ..

Fifth, small groups of children are formed for specific purposes,
such as a specific skiil-nced, a common interest, or a mutual desire to
work together. When the purpose of the group has been met, it is
disbanded. Never would one group of children remain in the same group for

months at a time.

By now it should be clear that I am not talking about any of the
prescribed, re;dy—made programs into which I can insert a child based on
some test or placement inventory, and then let the program take
responsibility for what the child does next. That's the responsibility

of the teacher along with the child.

While this sketch can hardly be considered complete, it provides a
common frame of reference from which we can now proce=d to a discussion
of the beginning steps in establishing an Individualized Reading Program.
What's needed? Active pupil involvement. A striving toward individual
productivity in reading and language. Careful, continuous, cooperative

planning and evaluation.

One way of developing active pupil involvement is for the teacher
to provide some sort of input, then expeét the children to respond. One
of my favorite techniques is to read part or all of a book to the class
and then help the children to respond with their own thinking. Sometimes
this can take the form cf setting a problem situation and having children

offer possible solutions. [ have used The Peasant's Pea Patch

ERIC
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(a Russian folktale translated by Guy Daniels, New York: Delacorte
Press, 1971) with adu?%ﬁ and had them respond the same way children do. .
The tale begins '

A certain peasant once planted a big patéh of peas. The

peas grew wondrously well, but just when he was about to

harvest them, a flock of cranes came flying along, swooped
down, and began to gobble them up.

"Just you wait!" the peasant thought. "I'll fix you!"

My question to the group is "How will he fix the cranes? What
might he do?" The answers coming from the group include: "Shocot them,"
"Use a net," "Make a scarecrow (scarecrane)," "Trap them." While the

individuals are responding I am writing on the chalkboard.

My next step is ts ask questions about one or more of the ideas.
"Why a scarecrow? What will I want the scarecrow to do (or look like)? -
What will we have to db in building the scarecrow? Will we want it to
make noise?" This is a whole-group activity. Part of my intent is to
push the participants (children or adults) to think further than they
have previously thought. After we havevdeveloped quite fully one or
more of the possible solutions, I have the participants take the part of e
the author. I re-read that first paragraph, and give them the charge
to write their stories. (Young children may do no more than draw
their solutions and dictate their stories to be recorded right on their
pictures.) We share some of the stories. (Occasionally I have to share
mine first to get it started.) Invariably the participants (children or
adults) want to know the "book" solution, and often those offered by

children are liked better than the original author's idea. That's not

generally the case with adults and The Peasant's Pea Patch which goes on:
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He got a pail of vodka, poured it into a trough and mixed

some honey in with it....

Another approach is to use a book that establishes a certain pattern
and hdve children try to emulate the pattern. A book of this type that
I have used many times with children, which has resulted in active
pupil involvement, is Remy Charlip's Fortunately (New York: Scholastic,
1964). This is a delightful book which establishes a pattern.
"Fortunately, ...a friend lent him an airplane. Unfortunately the motor

\ .
exploded. Fortunately there was a parachute in the airplane. Unfortunately

" All you need is a

there was a hole in the parachute. Fortunately...
starting line and the children as a group can put together a "fortunately
...unfortunately" story. The next step I use is the writing of
individual "fortunately - unfortunately' stories and the subsequent

i
sharing and discussing of the stories. The responses are individual. The

learning is individualized.

The writing becomes individual seatwork. It holds purpose for
children. Children enjoy it. To a large extent it replaces workbook
activities and other contrived seatwork. It might be important to point
out that this writing places considerable emphasis on practice in phoneme-’

1 -

grapheme associations.

This same kind of active child involvement can be achieved through

-
] ?

~
nroup discussion based on themes and using.frames as described by Qob

and Marlene McCracken in the book Reading Is Only the Tiger's Tail.

(San Rafael, California: Leswing Press, 1972).

<




A second type of écrivi:y\which tends to develop active pupil

involvement is SSR, Sustained Silenfiﬁéadipg (Hant, McCracken, Mork).

SSR is a time during the school day when the on1§‘acceptable behavior in
the classroom is.silent reading. Everyone reads. Teacher included.
Each reader selects a book he wants to read. He is not allowed to

interrupt anyone else. "Silently get as many ideas from your book as you

can."

Following the reading, sharing is voluntary. When the teacher
shares with the children a part of his book, the children gradually
begin to share ideas from theirs. nge is an excelleﬁt opportunity for
the teacher to help extegd the child's comprehension (pofé 1 s;id
"extend," not "check on"). It also provides an opportunity to iﬁvolve ,

other chlldren in the learning situatlou by asking questions qé‘those

who have llstened to the one child's sharing} -

So far I have emphasized three types of activities, all which help ///
to develop active pupil involvement, 1) Reading to the ch%ldren and ¢ ‘
leading them to'individual writing, 2) Sustained Silent Reading, and‘/

3) Shar1ng and subsequent exploring of ideas children get from thelr

books. ) //

/
/

One other aspect of Individua;ized Reading should be emyﬁasized, i.e.,
the independent work period. This is merely a period of }i;e during which
children are working on their various activities (genegélly self-chosen)
in relation to the book(s) they have been reading. This can also be the
time when -ost or all of the children are working on the writing or

individual responding that has been introduced by the teacher. While
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. ' children are doing their independent seatwork, the teacher is generally
. ‘ o _ .

]
working with one child. and then ancther on specific skills. These may

include helping a child clarigy the ideas he wants' to wrife down or it

e

: might include some biiqf.teaching or rettaching on the formation of a

3 e "

certain letter. ‘(It should be pointed out, however, that ideas get
&
first emphasis here. Mechai}ts, while important, must be relegated to

a secondary position.) : -
4

The exp%ctation is that all children will be actively,&nvolved in- . -
' the various p;rts. “Individual produ:tivity and involvgment become
exti. 1ely important. It becomes a central concern in the regular
gdanning and evélhation that takes place right from the start and thag
cégtinues throughéut the program. Perhaps %uestions to be asked of

children will help to clarify this point.

4

; Prior to an independent work period: "Is there anyone who does not
xnow what he is going to do first during the Independent Work Period?
What are you going to do, Tommy? Mary? Louise? Do you also know what
you're going to do afger you finish with that- activity? What are the
;ctivities you can choose from?"

During, or at the conclusion of t“f Independent Work Period: 'Did
you get a lot of good, worthwhile work done during this period? Was it

a productive period for you? Were you able to keep your mind on wliat you .

were doing? Were there things that got in your way and kept you from

being productive? What were they? What can we do about them?"

» -
These are only a few examples of questions that can be asked of

ciildren. Obviously, the intent is to make the child aware that his
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progféss is his business as much és the teachers. The child has

v
’

"to be,aécountable, too.,

-
’ .

/ This planning and evaluation are not one-time ¢ndeavors . They
7fake‘place repeatedly. Every day. Sometimes several times a day.
The teacher ﬁékes the children's work sefiously, and expects children
to do the same. As the teacher deals with individual children she works
. ' toward getting specific commitments from them. When she asks the child

- what he's going to be working on and the child responds, there is a

definite commitment. Children are 1iké adults in that if they have made

a definite commitment, they generally feel obligated to follow through on

that commitment, whereas if the commitment is vague and ill defined,

there is little likelihood that it will be honored.

Children need heip in learning to plan and touevaluate. The only
way they learn to do, this is by being involved in these activities.
We can help them plan and evaluate by asking them ques;%pns that will
force them'to think about their learning and their behavior. If we
expect them to do this, they do. The more we expect them to help plan

. \ ,
and evaluate, the better they get at it.

5

Now let's ask our initial question again: How does one get started
with an Individualized Reading Program? One easy way to begin is with
daily periods of Sustained Silent Reading. Each child needs a book he
wants to read and that he can read. Start with about five minutes of
Sustained Silent Reading without any'interruptions. Gradually increase
this to ten"minutqs and then fifteén, up to as much as half an hour a day

(regardless of grade level).
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The reading of (getting ideas from) books quite naturally leads to
talking about bcoks and sharing ideas from books. This can lead
naturally to further exploration of ideas related to books and then to
writing in relation to books. The writing,.or the drawing, or the doing
in relation to the ideas in books leads naturally to more talking about
books, sharing the writing, drawing, etc.,'eithef with the class or
with the teacher in a private conference. BasedM;;‘specific needs of
children as recognized by the teécher, variousospecific skills are
taught (introduced or retaught). Throughout all of these ac?ivities or

"parts" of Individualized Reading, the overriding factor that can lead to

success is the continuous cooperative planning and evaluation always

directed- toward active student involvement and individual productivity.
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THE TEACHING OF POETRY:

PROBLEMS AND PRINCIPLES
Bryan N.S. Gooch

University of ‘Victoria

There is no question that the teaching of poetry can present

many problems for the instructor. There is also no question that the
teaching of poetry has often created many problems for the student.
\ Whi
\ that
| 2
\

there may seem to be two sets of difficultgies here, the truth is

e sets are connected absolutely because of the very nature of
the sjbjeff’::d because, for pe at least, it seems intellectually and
o~

' pedagogically hazardous to separate problems of students from problems

of teachers. To make the latter separation, of course, is to indicate

that what the teacher does .i.as nothing to do with what the stydent does,

-

would take that position and would speak of the "realities" -- whatever

and possibly there are those amongst us who, in fatigue and exasperation,
\
those are -- of the classroom situation.

\

Better it is, though, always
to keep in mind, despite the fatigue and the exasperation, what can be

s

4
achieved, what is to be done, what knowledge is to be obtained, what

1%

beauty is to be beheld, and what truth, ultimately, may be revealed. The
teépher who loses his ideals loses surely the very motivation for good

teaching; indeed, he mayklose something of himself in the process.
l

It is
in fact the fatigue and exasperation which can drive one

again .o seek
the ideals, to come to grips again with the theory, and it is, in p?rt,

!
fatigue and exasperation, caused by the fact that so many students have




been "put off" peetry, which determines the focus of'T}rdiscuss{oﬁ in [

this paper.

-

What is presented is, as the title of this discussion suggests,. &
concentration on the problems and a reaffirmation of the principles //
related to the teaching 6f poetry. The focus is a personal one, and//

!

" the ideas set forth are not the result of laborious.searches inith7/
catacombs of one or more impressive librariegs -~ I am reminded thd% )
King George the Fifth is said once to have referred to the Cambridge
Library, because of its appearance, naturally, as a "powerhouse of
ledrning" -- but, rather, the ideas are the result of many hours spent
with university students as they have tried to come to grips wieh the
mysteries of an art form they have frequently misunderstood, not
understood, or even actively disliked. My own fatigue and exasper-
ation arise from finding year after year such prevalent attitudes in
students; and my feelings grow somewhat as I find that the students'
difficulties and dismay can be mended. And if the mending can take
place when the students reach the university, it -can take place earlier;
indeed, in many instancee I am certain the "disrepair" need not be necessary:
What is given now, then, is given in the hope that certain notions

Qill in some instances at lea;é\help to minimise the harm which can be
done to the attitude of young people’to poetry. What is giveﬁ is in
line with Samuel Johnson's pleasure in the portrayal of general nature

in general terms. I propose no panacea, for idealist though I may be I

can work no magic. Rather, with Robert Frost, it seems wiser to say that



~

...all the precedent is on my side: '

I know that winter death has never tried

The earth but it has failed: the snow may heap.

In long storms an updrifted four feet deep -

As measured against maple, birch, ard oak,

It cannot check the peeper's silver croak;

And I shall see the snow all go down hill

In water of a slender April rill

That flashes tail through last year's withered brake
And dead weeds, 1like a disappearing snake. 1

As the suows can dfsappear, so, for many students, can the éroblems:
It is not to be expected, certainly, that prbvided the problems can be
identified and with the aid of principles (to be annunciated later
on the assumption that the best part should always come at the end) .be

cast into outer darkness all students will like -~- let alone admire =--
poetry; it is also not to be erpected that all students have difficulty

4
in coping with poetry in the first place. And having made clear\that ,
universality lies neithe:r on the side of youthful pfrception and \\\\>
artistic ;;nsibility nor on the side of imquuré doltishness and

. /
insensitivity, let me turn to look at some of the problems with this

caveat: I suggest to you again that students' difficulties go hand in

"

hand with thcse of the teacher.

J

One of the evident 'symptoms is dislike of poetry, that is, dislike

1
which may range from that which is frankly admitted and may amount to %
- . §
hostility to any literature which remotely affects verse form to dislike

which is muted but which is sufficient to deter the student from paying

.
)

much attention to material for study and from picking up a volume of

poetry for voluntary reading, and ‘to disiike which may be even quieter

and may prompt the student to say to himself: "I suppose I don't mind

-

learning this stuff, but I'd rather do...;" well, the student might




rather do a good many things than read poetry reqiired for an English

class. This wide range of dislike, often evident in students entering
1

uni'< rsity, is clearly present in the secondary schpol grades and even in
I
[

lower !avels!

Many students entering university confess that they "do not like" N

- . poetry; and;there seem to be more students with antipathy to poetry
than tﬂere are with a dislike of drama; st. - _tories, and rovels. The -

. university students who are prepared to admit that they "do not like"
>
poetry may view the art form, fcr example, as irrelevant in terms of
/ .
subject matter and/or form, as affected, as silly. What may bother

- some students will be the form :ad techaique, and they may say of

Il

poems that ''ncrmal people don't talk like that." Others may find that

the very appearance of a poem on a page elicits a sufficiently high

negative reaction to ensure that the subject will not be properly

~onsidered. Still others are convinced that poems have nothing to do

- ]

with 1life and that the whole process of poetic creation has been brewed oo

in some faiiy g.en with the aid of elves and assorted imbeciles. And
. others more paganoic are certain not only of the brewing of the

rid?~ulous and poisonous concoction, but would feel that the chemistry

has seen initf'-ed for their: especial torture and that the result is a

hideous intellectual and emotional nausea brought on with glee by that

somewhat superior executioner, the Engligh teacher. Consciousness of
. ‘ 5
¢ H

fory grows -as students gain maturity; importance of subject matter also **

in.reases, and o the possibilityhof damage to attitudé -— the po£ential

Efor continuing dislike -- bzcomes greater, and by the time studente

gsach secondary school, feelings, to Put it simply, are vulnerable. :

¢ R -~ N - st
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Only a few wrong moves on the paﬁt of a teacher will be needed to put

some students off. Some lucky onds, as I have alrcady pointed out, will

\
\

not be put off; others far less fortunate, as the literati would have

it, will never be "turned on.'" But if the teacher can encourage and
\

assist the '"maturals" and bring along the middle group -- and here I

speak with no specific referenpe to gradc level -- he will have accom-
plished much. \
! ‘ ,\

\
rrequently what lies behind the dislike of poetrv -- and, again,

one needs to think of the range of negative attitude indicated earlier --

v

is, quite simply, a lack of understanding. 'Marianne roore in "Poetry"

i

notes accurately enough that

\ N A )
dc not admire what
we cannot understand: c.e bac

holding on upside down or in quest of spmething to

v

eat, elephants pushing, a wild horse taking a roll, a
' tireless woll under

a tree, the immovable critic twitihing his skin like a

horse that feels a flea, the base-
ball fan, the statistician =--

nor is it‘valid

to discriminate against 'business documents and

school books'; all these phenomena are important, 2
Lack of understanding may involve difficulty and'misconception over
form, technique, subject, or more than one of these, for example, and
such a lack will not only inhibit any reasonable discrimination with
respect, to style, but will also, at times, lead to contempt, though,
as we have been warned often enough =-- even, agaiﬁ, by T.S. Eliot who,
of course, has warned us of most things but chiefly of ourselves --
peoPle tend to be contemptuous of that which is understood too easily,
and Lliot noted that they are exasperated by what they do not understand.

In any event, dislike is the result. The result, then, is obvious;

- 124 -
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the dircct cause of that result 1s less obvious -- Jess voiced and, of

course, less recognised by the student himself.

However, lack of uuderstanding has its own causes, and one of
the major oncs lies not in the matter of student ability per se but in

the quality of tcaching provided.

Too often there is a lack of explanation of the background of the
subject and of thqfrole that technique plays 1n the expression of that
. subject. Too often the biographical backgrounld of the poet -- at
least insofar us it might affect the presentation ¢f a subject -- is too
slightly treated.’ Too often there is a lack of relaxed discussion, even
in the earlier g?ados, about subject (including interpretation and

variety of meaning) and style. And these deficiencies occur for many

1
reasons; for example, the teacher may be tired, he may be too busy, he

!

f

may himself neither like nor understand certain poetry, or his major
\ area of academi¢ study mav not be English literature, and hence he

mav simply not be prepared to do an adequate job.

- Even if the points just cited are not relevant to a particular
situation, what may play a detrimental role is a lack of naturalness in

the presentation of poetry, a lack of the scnse that poetic expression is

i
to sqme pecple as normal as the drawing of a breath and that there is >
|

- nothing unapproachable or, to usc arother word, peculiar about the business
[

of writing it jor reading it and cither way enjoying it. In many classrooms,

r

ds 11y imany homes, poetry, if present, is an extra, a frill., It is not a

part of every/day life, but is a cultural extra, or an extra -- like
i
4 supply of bpoks on hand -- which promises the blessing of culture; and

again, in both cases, a student 1s likely to have the impression that

|
|
i
|
|
|
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a little of that strange vriting will o

a leng way.

Indeued, the lack of naturalness which may cause the studeat to
<4
minimise his efforts at comprehending poctry may also drive him iuto

-

other activities which are scemingly wore pleasant and in which he tinds

~
adequate reinforcement —-- for example, in terms of sheer pleasure or
approbation from his peers —-- to support his view and enhance his notion

that poetry is "wierd," "strange," "creepy," of just -~ to use a word

v

which is also, regrettably, a purt of common parlance - 'dumb.,"

And of course, if the tecacher is in the same uninspired state as

thie puet who for yecars has been searching the tglephone boox for the

vumber ofe'Dial-a-Muse,' .the student is quite unlikely to fare well.

i

Dislike and lack of unduerstuonding are clearly linked., Students

)

tend to be more candid about their attitude than they are about what

thiey feel to be their acadumic or artistic shortcomings.

'

But i is the

tvacher who can and, by virtue of his of{ice or tis responsibility,

Lust werk to elimdnate the preblems, and certain principles may be of

.

nelp to him in this task.

.

A discusslon of coertain principles == vasim, or general coasider—
.

iLiois == how follows. AL Miritos would have it:

*+ ~
. And, if it happen as T did forecast, " ‘
The daintiest aishes shall be serv'd up last.”
¢
And the duigtiest dishes are the result of certain practical gzuhfivnvc,
< .

of not 4 bittle triai and not a little error, and of a desire to atiermpt
a

°. . . .
Lo coneurioate in the best way cthe joy and beauty of an art which has
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become part of my life. Once again, however, there must be a caution:

’

I present no formula, but merely observations, an' while most of these

on reflection, at least, would appcar to be obvious, it must be
remembered also that what is thought to be obvicus is often neglected

in the search for truth more hidden,

. v

Of paramount importance for me is the notion that the teacher should

believe 1n and communicate the idea that poetry -- indeced all of art --

is a human function; that is, it is natural. Mle should enplain that the\

4
»

poet has something to say and that verse form is often a convenient

vehicle for the expression of the poet's feelings, that is, for the

verbalisation of that fusion of thought and feceling which is the essence

s

ot all poetry. For the prefuace to a sct of critical notes written to

accompasy A reténtly published anthology of poctry I put forward certain
1 2
. . 1 . - ’
points which might be cited here:

Poetry, like any other art, is whiat it is ---a .usion of

thoazint and feeling which finds its enpression through a .
T oparticular rediur, I the case ot poetry the medinm consists Pf =

words and verse forn of Loue kind. Ihe difficulty in definition

lies 1n the descrintion of the husan clement as it exists in

the creation of =a work of art and lies latent in the plcece once

creation has taken place. And it is preciscly this human element

which is not recognised or is not remembered by many who dismiss

some 1f not all peetry as artificial.or as bearim, little if

any rélation to tne way peeple think and talk., Poetry is an

art, certainly, and art inplies control, discipline, a selectidn

and ordering of details. But the arts are human. And poetry,

like the other arty, is for people. ’ .

~®

Contrul, discipline, a sclection and ordering of details --— these
“aspectls seen, casually considered to be in direct opposition to

that \v’nich‘is u~ually considered to be human, sensative,

inaginative, Yet no great wopk can exist without hunaidity,
sensitivity, and inecinaticn, and thesc qualities which permcate it
arviterely condensed, as it were, made more strony, dirccted as

Fignt throuph a prism as the poet brings his technique to bear on -

the problem of “euplaining as clearly a- possible tht is on his
~uind and indicating how he feels about his qubject, 'Tho1xmt, after
ally has, presumably, somcthing to say. Further, he wants to say it.
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Beyond Lhiﬁ‘still, he wants, normally, to be understood. Here | /
is the problem --- the poet must set out his ideas and feelings '
Jin such a way that the reader can appreciate and understand them,
w0 Wfat the reader can become, for a time, a visitor in the poet's
. mMnd and world. This is not to say that one-will ncecessarily
N agree with the artist or cven find all poems satisfiying, let
alone congenial. But at least the successful poet will present '
> his cxperience to his audignce in such a way that one will have some
J« sense of what it is like td be the poet thinking about this . !
or that, - ’

o There must be at all levels a constant and patient explanation of / .

the reason for the employment of poetic techniques, and that kind of,
/

explanation can run from a simple examination of thé effect of a whdle

' - B

poem-on the mood of the reader to the rather more sophisticated look at

the nuances present in the use of an image. It is not enough to point

. . v

. out devices in those grades in which the students are experienced enough

to make distinctions between, say similes and metaphors. It is not
. oo cnough that a student gets a reasonable mark for prowess in idcntification
of thoserdcvié;q. What is .important is that he has some srowing ideas
that the poet has probably used alliteration or a simile for some good
reason, that the student dLVUlup Liis perceptions as to the reason, as
to the effect on the rcader of ghis rhvme and of that device. Yot to R

-

show why structural devices are important, nct to discuss the effect of

torm or rayme, not to show bow these aspects are bound up wita and

'

raradoxically pive freedom to humfin expression is to make ‘tne stud; of
. I . . .
poetry a rather dull, tochnlcbk process, It is to deny its nature; it

15 to deny many students the willingness to know and to love the art.

Bul alway. the tcacher must love poerry aund indeed literature in

~clieral =2 not in‘pny mawkisli or caleulated way, but genuinely, with'a

sineerity which will ring true even in moments of extreme provocation.
. /

o
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o
He must never be a snob about his treasure, for young people se

the most perceptive creatures on carth when it comes t, assessi

em to be

ng the

genuineness of their seniors {and tuis, of coursc, many a beginning
L ]

teacher has learned with somcthing of a shock). Sincerity and

patience

and a pleasure in explaining w:at might scem to he the most mundane

-
.

aspects of poetry -- and explaining them in a variety of ways -- these

are important qualities. It may be quite necessary at certain
look at poetry in a rather_utilitarian way -- to answer the que

"What is it good for?" And it will be frequently necessary to

levels to
stion

bear in

mind thac many a studenE, for all ihe pesitive influence the instrudtor

[

can exert, may face contrary influcnces both inside 2nd outside the

classroom; such contrary influences are often subt] o, emotional,

difficult to measure, and difticult to combat. Jne can recall with profit

the words of Roger Ascham, tut.. to Quecen Elicabeoth I, in The

Scholemdster:

£

Let your Scholar be never afraide, to ask vou any

doubt, but use discretlic the be.t aliurementes ye can,
to encorage him to the same: lest, his overmoch fearinge
of you erve him to scek some misorder!ie ahlfto_ as, to

SCUKe

to be helped by some other buoke, or to be promptea by some

othec Scholar, and so goe abcute to begile you moch, and
him selfe more. 4

-

Just as the reason .or the use of siructures and technical

must be explained so must the imposition of memorisation. Memo

devices

risation

must seem to be a recasonable requirement; if it does not scem reasonable,
<

.

the process may be difliked if not .detested and so also may be the et

poem. Too often tudent. are made to memorise particular passapcs

.

without being told why the effort is worthwhile, why or how tuae

: ~179-
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passages are sipnificant. Ic may be that the teachor wonte to train .
membry per se; in that case he shculd say so and explain ~hy he is
thus minded. The setting of nemorisation of poetry as . punishment I 0

regard as a manifest evil, for all too frequently the poem and the

-~

‘students' possible love for poetrr are most punished, a1d if the former

—

is blameless the latter equally does not deserve torturc. To make a
student dislike poetry is to accomplish nothing positive, not even if

©

the black figures were to show the consequent minimisation of youthful

crime..
It is also wise to remember that young people one wayv or another
want to be respected, and just as they tend not to respond well to .

‘somewhat drearv tasks, so they will tend also not to respond too well to

the teacher who talks down to them, who meects them right on their leV¢%‘ ;
He must, I suggest, try always to aim at least a shade high. Normally : d
N N

a mind enjoys being challenged, and.there are few things more irritating

to a vouth seceking maturityv than being presented seriously with am pverly-

simple text or with a secmingly patronising and cverly-simple explanation.

A teacher often kills a lot of student joy and rotivatien if he talks
I3

" down. )
Perhaps I might at thiskjuncturc recall aﬂ incident froﬁ’my ovn
school years, for this ‘can at least undexscore the points just made. ( .
One day when in a Grade VII librafy class T went to the librarian to
ask tbat a book I had almost finishog readirg might be reneéed so tuat
I might take it home with me. The librarian looked zn:wju‘book éhd,

without a word, went across the room, theré to engage in ecarnest. "

couversation with my Eaglish teacher, who happened to be in attendar :e

‘ -180- .
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alsoﬂ. Then both of them came towards me, lookiag ut me, I recall,
as if I had contracted some highly communicable diseuse or had grown a
second head; the librarian spoke: '"Bu. reallv, you don't want to .
borrow this. It is a Grade IX book." i explained that I had read
most of it and was finallv dulv allowed, though with some heaa-shaking ’
on the part oI both librurign'and Lnglish teacher, to borrow the volume.

- That, of course, is only one incident, and, for me, there was not ,
much that the librarian or the Lnylish teacher could do to dissuade

me, but under certain conditions that precise set of attitudes could

b

have devastating results with respect to a studeut's desire.to learn

and to b. challenged.

[

r

LA RS

5 .
But now my Oat proceeds,”” and I am here on behalf of the encourage-

‘ -
ment and the preservation of young love fur the craft of he
Who vainly ancuishes oy breast,
Provokes, allays, and with talse terrer fills,
Like a magician, and now sets me down
In Thebes, and now in Athens. 6
he who can create
. Short swallow-flights of sonyg, that dip
Their wings in tears, and skim away. 7 >
4
cr he who can transpoit this rcader on "...the viewlezs wings of
8
Poesy ...." - .
] . . . . I
The teacher, 1like the poect is sometning of a creator, and he mu-!
- - * -
have the courage and, of course, the imagination to achieve hi: coals
M L ]
by using, if necessary and suituble, various aids available to him, for N
o . . . . . .
example, pictures, radio, and cven television. But the gimmicks muui
v . \ ‘
.
.
. [ ]
! \
' : et &:
1 . v o/'
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>

never be an end in thémselves, nor waile they are in us aust the process

of their employment cognaad tite racus of studest aticuttor.  dacdware,
as I pointed out—scvcra] vears ago in w1 paper delivered 1o support

&M the establishment of national cducaticaasl televisieon 1n Conada, 1is
not going to replace the bofLNJrc,. and the software must remain in
control. Used wisclv, however, devices can be extraordinarily .helpful,
and their presence in tha learning process is in no way, dispite the

.

clamour raised at times, demeaning or cheapening in the instruction of a

2

subjcct so often held in awe =-- consider what Coleridge in Bicgraphia -

<

Literaria and Shelley in A Defence of Poetry, fur example, have to say

about the natyrc of peetry. The gimmicls are valid if they can help

s

to make the student's imaination work and his perception grow. After
all, a blackboard is a gimmicihs-= 1t 1s hardware,

. . -

- Another major princinle is the development of 4 reading list suitable
o

°
- . -

.to tihe class and, in general, o the leve' of the class. Often there

.

. .
are set bochs ur set lists to coatend vide, aand toese can be supplemented

with additional matcertal; now, of coursey there is growing freedom for
>

tine individual teacher withy respect to curriculum matters. I would urge .

tuat teadhers read new books, noew antiwlooics, and taat tney seek
% . ’ z ’ J o
- . .

wienever suttable, information from their Provincial Departments and
from weiversity resource centres, [faculty members, and publishers. It

15 always well to remember, though, that poems written expressly for

>

\
the vaung may be patently lees acceptable and successlful, «specially in

<

secoadarysachool elasses, than they might hagge been tifteen years apo.

Lach =1ios nas 1iwavs had.its fow sophisticates who could spot a
_ - .

1 . ..
"Fiddies' poem" at twent: paces, but uow, with tne young aware of cach

Vot ~182-
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day's disasters according to the gospel of the aiewed cvening news,
; 7 \
there are more who will not be fed intelléctual pablum in thé morning
after the heady-brew of the previous evening h#h"s in fronL of the box.
Nevertheless, it is possible to find a number of -- for wint of a
better term -- adult poums suitable, particularly, for secondary school

grades. If one should not talk down in one's digcussion, one should

not talk down with one's reading list.

JeN

.

T

~

e .
..

. However, there is never any magic formula for developing, say, a
Grade VI reading list. The recipe differs for eaéh class, and again, the

"daintiest dishes'" are prepared best with experience.. Similarly, the
- < . . -

o recipe differs a little for ecach student. He who propZébs to "teach a

. class poétry" is deluding himself.” 1t is possible to inspire mest®people
. ) . ¢ ’ ) . . = . V
in a class, to make them aware that poetry is that fusion of thought

and feeling, the expression of the expericence of a man now or once

alive in this world, but thegre will always be people whe need hglp -
. 3 [
a comment, an explanation -+ and the tcacher should be prepared, like

. Imlac, in every way, to give that help: N

-
-

« ...the attention of Rasselas was particularly seized by
a poem, which Imlac rehearsed, upon the vari&ﬁg cogditions
of humanity. *He commanded the pocet to attend him in his

., . -apartment, and recite his verses a sccond time; then .
PN . entering into familiar talk, he thought himself happy in 7
having found a man who knew ‘the world -0 well, and could L

so skillfully paint the scenevs of life. - He asked a
thousand questions about things, to which, though coumon
to all other mortals, his confincment from childhood had -
kept him a stranger. The poet pitied his ignorance, and loved
- -his curiosity, gnd entertained him from day to day - *h
novelty and instruction, so that the prince regrett the
necess ity of sleep, and longed till the mornipg sh..id

renew his pleasure. 10 ’
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I) - - 'y
The teacher should learn to read well to his students and, it might

/be added, encoutage his students to read aloud out of class as well as in

!

it.

Certainly, trere is nc magic forimula of principles to cover the
general area of the teacdhing of poetry. What has been presented here
is not a complcte list; rather it is personal and for that reason

implicitly selective. It is ncvertheless presented with conviction / -

and with the suggestioﬂ that if we say we are dd&ng well at present we

can all do better in the future, Poetry should be taught out of juy in

-the subject and not in spite of continual frustration, and no contrary ) \
view will‘really assist in the attainment of ('ec desired end, namely,

the 'development in students of a love for and understanding of poetry.

a
'n.

.
4 kd
’ E

- ®  With that comment, which has to do with dedication to the
‘ - ———— - . T T T e e
welfare of the studegts as doez, more obviously, my remark about the

provision of individual assistance, I turn finally, as a reminder to us :
all, to the words of Dr: Johnsun in his Idler Essay Number 88
(Saturday, 22 December 1739):’ ~ / 2

Lvery man is obliged by the Supreme Master of the N
univeyse to improve all the opportunities of good whicn '
are afforded him, and to keep in continual activity

such abilities as are bestowed upon hiim. But he has ,
no reason to repine/, though his abilities are small and

his opportunitics few. He that has improved the

virtue or advariced the happiness of ‘one fellow-creature, 3
he that has ascertained a sing®~ moral proposition, or
“added one useful experiment to natural knewledge, may

be contented with his own performance, and, with

respect to moreals like himself, may demand,, like

Augustus, to'be dismissed at his departire d}th applause, 11

a 0w

&
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THi CHANGE PROCLSS AADJFLACHEK PREPARATLON

K. George Pedersens

Lniversity of Victoria .

s . .

\ .

‘ ’ » 2 - -

. . '

| . .
It is an obvious trugsm to suggest tliat'no institution or .
. ' ;
' . . . , L ) - . »
organisation is exempt from the change process’ Hven a tunction as -

. . PA
- %

. ..
. : Lf&{ltxunally conservative as public cducation is ‘Beginning' to show
° 'l H ’ .

u%iﬁcnce of some potentially interesting shifts and we have just had

Sa o

u&&;)rivi;cge of hearing about two umportant programidtic changes which .

are taking place at the Universities of Alberta and Mipnepota. It is . .

L4 S . . - .
my task now of trying to move, somehow inductively, from those .

tupressive but quite speeiiic changes in the ficldfuf reading to a more -’
R : . "
poneral discussion of tuggmeed for change 1 the Jdree oi teacher prepar— {
Icd - * N -

o .

ation.  Assuning that some change is needed, and after all who could be

vpposed to change, L am reasonably cortaia that there 'was an expectation ,
B P 3 -
on the part of the chairman of the comfvrence that 1 should, as. a " S
I ‘ s
wininua capectation, convince all of you that the University ol Vicloria . N

tas tound nost of the answers to the important questions in the field of ) s
, ‘ ) § ) .. .
’ professional cducation,

¢

' siace I have already nad the audacity to intlict one truism oa you,
} : :

F‘¥' fet e hiasten to show my true mettle by adding another.  ¢ne arca o cL-

~-186-
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competence in which we all scew to hlave expertise concerng the ability
to identify changes in institutional patterns ence they have occurred --
in other words, hindsight in the area of change is quite pervasive. It
is more difficult to analvyze changes as they are taking place and .
dramatically more dif{icult to predict changes or even to influence
sig.iticantty the direction and cerpo of changes already under way.

Yet, increasingly, it has fallen to those who have managerial functions in
organizations to amalyze and predict impending shifts and take deliberate
action to mold change according to some criteria of retrogression or
progress. The planning of change has become part of the responsibility

of management in all contemporary institutions, regardless of wnetuer

the institution is defined in terms of social welfare, education,
religious indoctrination, health, or industiial production. 1In using

the term "management’ as it relates to education, I am thinking of it

in the broidest sense a- it dppif?ﬁ to a multiplicity of roles, ranging

s

from classroom teacher to superintendent, or trom lecturer to university
-~ -

president.

in discussing a problem are¢a, and surely teacher cducation gualifies
within that rubric, I always find it uwseful to try to identify some
form of guiding principle. For me at least, such a centralizing theme
need not be grandiose and in fact it 1s quite preferable that it be a
statement expressed simply. The underlying theme which I have used in
preparing these linited remarks, and actually the one which I have
cmployed myself in trving to intellectualize where we are as a Faculty
of Lducation might go, i far trom aovel -- <tated in simple languagb it

15 that teacher education 1 g process which begins with mitial




training and terminates upon retirement fron the professic.. L those

of us responsible for the preparation of tceachers, and by =y definition
[ aim not confining my remarks now to university personnel. vere to
take that simple statement seriously, it would undoubtedly hiave sone

draratic and pertiaps even profound implications for the approaches

we siiould use in educating teachers. I would argue that t'.is theme is

now accepted by all of us at some relatively abstract verbal level but

Ls rarely if ever operationalized. -
1

- SOME BASIC PRUBLEMS

I'twe does not allow me to discuss in any detail the baeic problems

-4
v’ -

which appear to relate to the educatron of tcachers but at least T would
. like to 1dentify them in passing. Unce problem ot major consequence

is that teacher cducation is an extensive and coumplicated series of )

\\

operations, each of which in turn is nade up of an cintrenely conplex

ot ot steps. Ay attempt to analyZe toe process teveals an incredible
nra 0f factors which must intceract simuannvoubE;. Presumably growing
out of this mace of interacting variables is the esscnce of the second
p;uhlcm ~- the almost total abwence of rationality concern.ng our
preparatory programmes for teachers. The bulk of the propgraume of feriug
15 puch more ghe result of educational whim, pscudo-scivntific reasoning,

-

o0 historical artifact.
A .

A third arca which s problematic relates to the static nature of
e teachivy roles  GCareful analyses of classroom enviroarents have

reve dled that towher behaviour has changed rovarkably Tittle in the

O
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yast [ty years and, furshermore, there are those critics who are

quite prepared to argue that the te:m used should more properly be

©

r
300 years. This it scems to me is a serious indictment of the
1t

individuals rre prepare for presunably the social environment has

changed dpamatically during the last half century and presumably is

a"

destined to undergo extensive revision in the years immediately ahcad.

£

Assuming that educators of teachers have done little to prepare their

A
students for the teaching roles of the day, what evidende do we have

that we will change this bechaviour to satisfy fu-ure needs?

The present compartmentalization of the career of’a teacher
- . ! 3
represents a fourth concern. Our fallacious division into pre--vrvice
and in-service phases illustrates our failure to think in terms of a
total career-long progranme of teacher educatioh. Crawing out of these
four important problems is the desperate desire for legitimacy for tae
> , -

profession of education. In the university sctting this often results

in the desire to emulate more traditional faculties such as arts and
. i .

\

scicnce, frequently to the detriment of the professional thrust of

our programmes. At “the level gf the practitioocr, this same legiti-
”~

macy syndrome is characterized by varied analogres and replications

of the higher status professions such as law.and medicine,  Sowchow,

we always seem slightly embarrassed that our occupationdal designation is

classified as tcaching.

-189- - -
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THIL }L’Zi IVERSITY SEITING

Jne of the means by which it was expected Lo elevate the teaching
professidn involved the placement of teacher edwcation on uaiversity .

. : _ e
campusces. In slany respectsy tilds Lransit ich has been benclficial but
. @

-

Lilere are also cau-vs for concern. It {3 av own position that the total
university comhunity does not _take its responsibility seriously vnough

and conscquently the full benerit of the academic comnunity is not being

T
’

realized. Faculties or collepes of education simply de not “ave the

o

full rdngé of expertise needed to develop teachers who are suitabiy

prcpargd. Nof only do we require the gcademic content fror other/;arts
of the university community -= we must also have the inportant concep-=
tual contributions of the social and behavioural scientists. S?holars
{ron a variety of related ticlds must tranblate their vsoteric under-

standings into language which teachers in our schools can use productively.,

°

A further change needed at the aniversity level concerns the
coordination and integration of a multiplicity of divergent curricular

offerings in the area of social servigus. ln this regard, 1 stggest
T
.

that we now have sutficirent understanding about the huran condition to

recognize that there is much in the way wf common underst ndings that are
]

equally applicable to trachets, nurses, therapist-, social workers,

sodical personncl, and other related service oceupations. it 1s ilwportant

that these varlous occupational groups share some common expericnces and

© 4L Liie -ame time come to appreciate the contributions of a variety of

-

comp lementary roles.
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Again in the university setting, the matter of selection into

<

teacher education is of considerable importance. Personally, all the

evidence which I have reviewed rakes me pessimistic about the use of
. - L] . .

entrance criteria. Apparently the usually accepted criteria of

competence are not highly predictive of eventual performance in the

classroom. This leads me to suggest that self-selection, based on

-

certain well-defined experiences, early in the pre-service programme has
. ’

2

greater potential in this important aiea of suitability. It is
cssentiallthgt individuals not becotme teachers by default, having
Mvested too heavily of theifr time and other resources to make the
transition to another career unrealtistic. 1t has been our experience

-

that too many students are remaining in education because of limited
i .

alternatives.

The area of pruactice teaching is one which is currently receiving

considerable attention. Changes in this phase of teacher preparation
ére casily anticipated with a general shift toward more extended
practica in the schools. This pledases Lc;chcrs and administrators who
perceive greater benefits to the schoo} under these arrangements and
clearly students are impressed to be 'where the real action really is."
What is curious abput ths whéle trend is the basis upon wnich practicum

/
duration is deLcjmined. ‘tlow sound is the argument that "nore is better”

i
! v - . :
or even that wc/Mish to model new teachers on the old? Conceivably,
~ )
x / - 3

if we wish to %hangc teacher behaviour, and many would argue that this

: / : . .
has to occur, perhaps we need to consider something different fron

"sitting WLyﬁ Nellie'" in the old craft tradition. Perhaps other clinical

/

/

. / s . % . .
uapueriencys suweh as micro-teaching, interaction analysic, and behaviour

\
v
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sdification techniques should be.wmore caretully considered.

o

AL of this-leads me to tge copclusion that a variety of

relatively small but appropriateiy conceived pilot projects in the
practical phase of preparation should be attempted within existing
faculties of education. Carefully detined purpoges should be identified

’ <
in opérational terms and adequate evaluation techniques developed in

order that comparisons can be wade. [ am very prepared to argue that

there is probably no single best way to prepare teachers, but rather
) ' o

that there are probably a varicty of good alternatives, cach of which is
° - -

appropriate to a given group of students under a particu‘qﬁxset of
int -~

circunstances. The reasoned use of ce.petency-based criteria may
) £
actually assist us in trying to arrive at suitable alternatives.,
> >
N S

Basic to much of what I have said about the pre--crvice function
is the necessity to develop better communication flows between schbol
systens and universities. [Ibe interaction between these two

v

concerned groups must become more seauningtul, thus ensuring that pldcc-.

ment, cxpectations, evaluation tedhiniques, and other rclated student

4 ’

teacher matters are fully understood and accepteds  The areas gf

authority and responsibility must” also be much’ more clearly enunciated.

Another area_whlch must be considercd in the light of proposed
cliange concerns the transition from the role of student to that of
¢ .
teacher. What we do now is gomething less than defensible in that the
novice teacher normally inherits less than an ideal teaching situation.

Often he has the least desirable students, the largest classes, and the

greatest number of preparations. Most likely, he will find it

-192-
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a 4 - . *
diflficult to identify a colleazue who has the empathy, time, or

f )
competence to assigt him in anything but a superficial way.

- P

The resolution of this problem period in the career of a teacher;
. o )
lies in uy earlier central theme of teacher education as a continuous .

+

process. LUniversity professors and practitioners in the field must begin
to consider the relationship begween instruction provided aspiring

t . .
teachers on the campus and the early vears of the work environment. One

-
a

ypossible: splvtion is some form of internship involving teams of
experienced and novice teac@ers, operating in carefully sclected scouool

-settings. Such a modified téaching vear, along with the development of

. N

teaching centers at the local.district level could do much toward a
] « L ]

~ - smooth incegration of the theorctical and the pragtical, while at the

LA 3

same time speaking to some ol the problems of the professional dgvelop-

e

ment of eaperienced teachers., , °

. . ey .
Let me now complete this coadensed prescentation. with a brief

discussion of graduate education prograsmes for teachers. It is my

opiidion that universitfes have important responsibilities with respect

to tne professional development o1t teachers but there are a variety of

reasons why the potential for this kind of improvement is not being

. fully realized. First of all, there is this inecredible faith in the
regularly constituted credit course. 1If it is not for credit in the
usual pattern of presentation, obviously it has to be inferior. This

tends to preclude workdﬁups, institutes, and the like as suitable

learning expericnces for tecachers. -

O

[ERJ!:‘ iy . v
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v second needed change, at least for us, is 1 caicful roview of the .
4 ~

. - 1 :
dctual adimrssions criteria for entry into graduatoe degree prograrmes,

nere I oam not arguing for less rigorot. cntryrequirements for teachers
13 . L -
at rather I oam saggesting that inade juate criteria aredein, o ploved
; . X )

. B B . . - .
. ig argue, for ¢naaple, that wadergradus te achicves nt 1s of uca

v
. -

1A

Lteater importance than certain universalistic weasures of poteatial or 3

- . < -
oLtstanaing perforsance as a teacher is patent nonscnse, A8 tar as the -
+ - v -~ 1 N - *
cprovesent of the bagkgrounds of teachers are concerned, admiosions

yiicies tend to be more for the benefit of the instit rion than.tor the -

sclely suchh an Ingtitution supposedly Lerves, ST ° .
.
o

L]

f

third (riticism which I wish to cake of pradusie proosa o fer
Q . - . .

doners 1o that alwost vithoot coception such offor s, g Fe unlversity-

- L4

rientad, nighly teatboeiich, wad coacoracd eesontrotdy Jitn toe .-

st attica of paper and pencit U illse It ois quite a rar#ty, and
N )

Farot owalnoeriticist o within Coe uatversity coscut ., to have sraduate

. == veryv little

-

ST orgo vaidll dre focuscd oa L attribules of teadt

LLonlien o Lovent to the particular walls amd recant jues cweoClated

it the real datly dewmands of a classroonm peda,ojue.,
[
adotaer telated eriticisn of carsting sradust e proprar, . L3 Loat .

ca Jdoodrttle to allow teadhiers o wdentify aod reacdy tacis cwie teaaniag

.
— 5 .
Savegdetess  Usually, teachers are restricted co o existing qo o sos,
~ R i = . . s N N ™
‘i vin. 5 ot owhioh they likely had little or wo voico driginalisv. MNoaas

t

Gt b riacd by those responsible for providing, ool ate ses oo
e tedcier s to puarsue individualized cour.es which are approgsca oo te
L' B

acatte aced.s md detaieicncres. Tt s ny Jopression that auch o0 o
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. - .
their subject matter competencies and in this scnse scholars from a

- - . . 4

‘ M e . s N N
we are now providiug teachers in the way of graduate educatidn results

in changes in the wallet thicknesses -- but the behavioural changes ) .
' . .

‘ -
as§ociatcd with teachiny and learning are miniural. .
M 1

E]

. In my view, university education should Ue at the cutting edge in ,

N .
- I

o

terms of previding .both inexpericnced and esperienced teachers with new

- . -

<o 5

knowledge and more effective methods. [t is a role which we are not 2

.

assuming now and rcform 1is clearly demanded., In my opinion, univorsities.

. . : . . . . . .
are the most ‘appropriate institutions to assist teachers in upgrading

.
-

variety of disciplines must be pcréuaded to translate the knowledye -

- N .
D

which they have into a useful fogmat for classrrom educators. Settings

. s ’

‘must b& provided by the universities in order tnat teachers may observe
and employ new learning strategies, thus allowing them to understand

s . & . . ; .
the relevant application of such-alfernatives to classroom practice.,

There is much more than coull be said about the preparation of

teachers but the hour is late. -\s has frequently been observed "As the -

+

posterior gets numb, the head gc}s nunber." Let me close by suygesting
e
that there is®much to commend what we do now to prepare teachers -- but 2

> . . - - *
there is equally much tnat has yet to be dore. I1f tcacher education is

.

to move from its pleasant and blissful state to the point it becoues
s i

the dyvnamic for total growth and development in teachers, it will

requirz the utmost of all of us. I leave vou simply with a plea to

consider how you can make your masimum centribution to the best of all
N f

)

v
causes.
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A COMPARISON STUDY OF FOUR METHODS

' OF DEVELOPING READING READINESS- SKILLS
v “Kerry Quorn . :
. ) . *
University of Guam

. ) ' 5

- ! .

BACKGROUND T
v
mental age

Y
*s (1931) study conclided that a S

urne ' s

L

z
Morphett¢ ana Washb
e N\ - .
. - . . Al
of 6.5 was required for a reasonable chance of success when learning to*
K N .. ,‘/, i .
read. For, a variety of recasons, this figure became an almost unquestioned
. N “ ~ A ~ ° .
L L - >, . . ' . e
prerequisite for beginning reading instruction. This meant no reading
. . /
i

-

instruction'in Kindergarten: The subject of early childhood education

# N » > ) . ’ 1
.®ecame a national®concern during the 1960's. One of the results of that ,

v
/

concern was a re-examination of the assumptions that had been made about
-~
. . . . . . . S
rcading readiness and beginning reading instruction. !

[
.

Durkin (1966) identified two groups of students who learned to/read

2

before entering first grade and followed théir-elementary school chreers
. * /

/
L

« wery closely, Contrary to GYAt might be axpected from Morphett and
. ;
Waghburne's conclusion, thege early readers did not have'diffifulty later
r - .

£

§

on, but maintained an advantage over their non-early reading peers
. /

While Durkin, hersclf, interpreted these

ted that reading

-

throughout elementary school.
)
results very cautiously, others felt that this indica

)

should be taught in kindergarten.

Results ¢f these and simjlar studies have changed’ the concept of _

reading rgadfnesq from "waiting until the child becomes ready" to

[
/

~

O

oy

‘providing appropriate skill develop@cnﬁ." Critics /of programs exclusively

By
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“

devoted to sccial development call for the addition of skill development

e

activities. Language skill development and intcllectual skill |

development are the two arcas which segem to have the most emphasis at

the moment. Advocates of language development point out that reading

[N
’

-is a language skifl,ethat reading follows oral language acquisition, and

that many reading ukwlls (espec1arlj phonic analyqis) depend on oral

language fa0111ty. AdVdCatEb of Jntelléctual development point out the
» N

intimate involvement of thinking in the reading act.

’ -

The amount of struLture needed in a readiness program is also

. P

cdebated Advocates of highly structured programs emphasize the

necessity of an inclusive, structured program. Advocates of less

,
structured programs insist that the <hild should not/te pressured to ,

perform, and call for varluty and flexibility in program attivities. .

h , N . . .

’

I PURPOSE : ‘
| JRmetN

¢
S, [

This study was dosig sned to pain further information about the complex

" question of reading readiness., Iodf\frpdtmcnts wvre‘s*lGCLed whifch
. . /

represented social dgyelopmenf, language skill development,‘oognitive

skill development, structured programs and unstructured progrars. By

carcful examination of the patterns of differences between treatments,

it was felt that a clearer prcture~T reading readiness would egurge.
JESLGN "& PROCEDURES ‘
4 ) '
-Pupils from two kindergarten classes’ (N-54) were randomly assigued
7
Lto four treatment groups. The four treatments were:

T T . \ )
‘T -197- PR
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1. Science: A Process App}oach, Part A. This is a structured

& program which has been developed to increase cognitive skills. The
program consists of a series of science activities which involves

observation and classification skills. The objective is to cause

learners to develop skill in the ability to draw conclusicns based on

activity outcomes. If either program structure or intellectual

development or ‘both were significantly reldted to reading readiness,

: it was felt this group would achieve significantly higher reading
readiness scores. " ‘ ‘

’

2. The Firét Talking Alphabet, Part I. Tl\\é second structured

program was developed to increase the language skill of relating
! - ’ -
written svmbols with the sounds they represent. The program consists of

a series of records which children listen to in order to identify
>

’
»

- . ¥ .
. sounds. At the same time, thcy look at cards designed to illustrate

the corresponding symbol. Students also complete a dittoed worksheet
involving the Same sound/symbol relationship. If program structure were

a significant variable, rit was felt that this group (and the Science

group) would achieve significantly highér redding readinéss scores.

i

If this specific language skill were a significant variable, it was

feit that this group alone would have significantly higher reading

.

readiness scores.
N : ‘

3. Investigator'devised informal oral language activities. This

was onz of the less structured programs. .The emphasis was on providing

.
el ol »

. activities ov experiences which the pupils then talked about. A few

. &
new words were*discovered, but the emphasis was more o1 fluency than ,

3

. ; -198-
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vocabulary development per se. If a low level of scruzture were
significéntly relazcd to readinéﬂrgadiness, it was felt that this
group would achieve.significantly hiéhgr recading rcadiness scores. 1f
general lgnguage d;velopmcnt were significantly related to reahing

- s
readiness, it was fclt that this group (and.The Talking Alphabet

o

group) would have significantly higher scores.

3

\
4, Control treatment. The control group continueﬁ\with the

classroom program taught by their regular classroom teacher. The two

classrooms had been selected because they emphasized social development.

i

The control treatment was intended as the second less-structurcd

program with social development as its purposc. 1f a "ow level of £
structure was‘related to reading readiness, it was f{elt that this

~roup (and the informal group) would achicve significantly higher

reading readiness scores. If social devel¢pment were $ignificantly

a -

related to reading readiness, it was felt that thiz group would have

significantly higher scores than all other groups.
o o

The -program was cBmpletcd between January and May. A total of
14 sessions were held with eacﬁ\experiméntal group. During these
sessions, the control group continued with their regular classroom
program. This investigator conducted all experimental sessions., A
group of threec sessions, one from each condition,’was completgd in one

day. The order of the scss.ons was rotated so that each group was

first some days, second on other days and last on the reme.ining days.

*

Three criterion measures were uscd: The Clvmer-Barreii Pre-reading

Battery, a group administercd, standardized reading recadiness battery;

.

¢
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the Wepman Auditory Discrimination Test, an individually administered,

?

standardized test of auditory discrimination; and the Moe Beginning

-

Consonant Sound-Symbol Re’ ship Test, a group admini tered, informal
test of the child's abil. s tu relate consonant sounds with the symbols

which represent them,

¢

-

RESULTS

1

A three way analysis of variance for each of the criterion measure

~

yielded the following results:

.

1. ho signifitant differences were found between any of the

treatment groups.

b ® 2. No significant interaction effects were found among the four

treatwment variables, the two teachicr variables or the sex variable,

3. A significant difference (p < .05) was fourd between the pupils

—

of the two teachers on the Auditory Discrimination scction of the Clymer=-

barrett Battery; this difference favored pupils of the teacher who, on

- .
the basis of informal observation, used structured learning activities

wore frequently.

q

4. A significant difference (p - .05) favored boys on the Wepman

Auditory Discrimination Test. Iuspection of the Wepman results revealed

many girls' scores which were invu.id. The lack of representative

scores from the girls appeared to be the cause of this uaexpected finding.

»

-200-
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CONCLUSILONS

The unexpected nature of the results of this study led to further
examination of some of the facLors involycd. A scarch of the literature
revealed that most pre-first grade studies which continucd for lcssrihan
one school year failed to show significant results. 1t would appear that
anyone planning a short-term sfudy should re-consider and extend the

program if at all possible.

The diffcerence favoring pupils of the teacher using frequent
structured activities gives very qualified support for the use of

structured materials. It must be noted that this aifference was apparent
A -

for one skill only und was not supported by differences favoring the

structured-materials treatment groups.

The difference favoring boys on the Wepman was not considered ,
important per se bccaﬁbc of the hish proportion of invalid scores on this
measure for girls. What was considered important was the reason for this
number of invalid girls' scores. The only apparent explanation was the

3
fact that this 1investigator is male. Since both teachers are female,
- )
the girls may havge been nervous in this test situation. No lack of
rapport was noted during the activity sessions, huowever. The cffect of

.

men in kindergarten classes would merit “further investigation.

~ A possible explanation for the lack of wignificant treatment diff-
erences 1s the ability ot both tecachers to not only cogcentratc on social
Jdevelopment but to also develop skills. When the study 7as being organized,

botl’ teachers were concentrdating on soc al development; by spring they

-201- -
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were both involved in recading readiness skill developu.at. The time

thex spent with pupils may have masked possible treatme.t effects.

The most important aspect of this study is that it casts doubt on

.

the hasty conclusion., drawn from comparison studies. It would seem to
v -

be important to reanalyze studies which have concluded that no significant

. < ]
differences means the programs are equally effective. Ulerhaps it means

that they are equally ineffective.
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A COMPARISON STUDY OF READING READINESS SKILLS ACQUISITION BY
TWO METHODS: A TRADITIONAi READING READTNESS PRO .UM

AND A KINDERGARTEN SCIENCE CURRICULUM*

-
i

Larry Yore

* University of Victoria

PROBLEM

The major purpose of this study was to assess the effectiveness
Y
Y

of two dissimilar program%, Science: A Process Approach and The First

Talking Alphabet, upon the acquisition of reading readiness skills of

kindergartners.

RATTONALE ;

I}

Studies by Cates, Bond and Russell (1939), Smith (1957), Barrett

(1965), Bond and Dykstra (1967), Johnson (1969) indicated a predictive

correlation of certain skills (comprehension and useage of oral language,
» ©

visual and auditory discrimination, knowledge of letters, knodledge of
numbers, knowledge of quantitative relationships, shape completion,
sensory-motsr skills related to handwriting,~and following directions)
and reading achievement at a later date. The researc; by 0Olson (1958)
and Rosen (1965) indicated that these skills may be developed through
training. Based on these findings educational publishing companies

have developed numerous programs directed at the attainment of (hese

*Based on a Ph.D. Thesis, University of Minnesota, Minneapolis, 1973.
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skills prior to the normal reading program. These programs are generally

installed in the youngster's carly vears of cducation; namely, hinder-

carten or early months of first grade.  ‘The rescarch of Ollila (1974)

indicated that these prosgars have achieved vars ing degrees of succeoss.

Sewport (1969) and Turth (1970) ospressod an interest in
determining whether these readiness shills can be acquired thicugh a les-

direct approach; ndmely, whether certdain science activities mioht provide

an opportunity and climate for the develepment of reading readingss

-
s . Y

skills., The obscrved similarities between the "new' elementary cnool
science curricula and several experiencéd kindergarten teachers' {nforn.al

readiness activities, paired with a survey of the relevant literature,

led one to belicve that science processes and reading:readiness ~wills

are not mutually exclusive. Thercefore, scicace instruction might provide,

an effective reading rcadiness program, if aot for all pupils, porlaps

for pupils of a particular sex. *

. S .

Avers' (19959) Ltudy nvestivated the cettectiveness of A Level,

Sogence: N Process Approacn with preschool Jhiildren. o Achievaent

sadns for

measured by Ayers' Science Proce-s Test indicated significant
three~, four-, and five-vear-old groups. Avers' study ndicatod a

significant pesitive corrcelation botween achievenont on the Ao b Loreno

Pl

Process Test and school readiness, as measured by the Metronolig o

RKeadineas Test,

»

Avers and Avers (1973) found that S 1enco: A Proces-- Ay

cifective in increasing logical thinking of Lindergartners as o osutod

Dy elX Plavetlan conacrvation ta ks (nunber, Liquid amount, solid aoowa,

-




length, weight, and arva). Achicvement on these conservation tasks

correlated significantly with the scores on the Metiopc'itaa Readiness

Test,

Rowe (1973) reported that:

. Symmes. . .and Papoport...found that boys who excell
in building models and who cun remember and produce
patterns better than their peers tend to be poor .
readers, This ability, which is useful in the

sciences, uamely, three-dimensional spatial visual- N

ization, may make these children mistake certain

letters for others (i.e., b, p; q, d).

A

Ritz and Raven (1970) investigated the effects of a structured

°

process science and visual perception programs on kindergarten children.

Their study conttasted the effects of Science! A Process Approach with

and against the effects of Frostig's Proeram for the Development of Visual

Perception on readin readiness, visual perce tion, and science process
b} p b}

achievement., This was accomplished using a two-phase, blucked instruction,

-repeated measures design. During the first phase of instruction, two

of the three treatment groups received instruction in Science: A Process

- -t

Approach and the third received their regular kindergarten program, In

the second instructional phase, one of the Science: A Process Approach

group returning to their regular kindergarten orogram, Data collected at

the end of the first instructional phase favored the Science: A Process
$ - v

Apprbach groups on all measures. A significant difference was round on

science-process achievement. At the end of the second instructional
phase, data indicated significant differences on visual perception
measures favoring the treatment groups receiving Frostig's visual

pergcption training. No significant differences were found in reading

readiness and science process achievement at the end of the second .
=206~
S
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instructional ph5§e. Ritz and Raven' suggested that this study supported

the contention that science instruetion should be included in kinder~ .

gartens. They stated that the inclusion of sgience could be accomplished

"without detracting from other inportant educational outcomes'.

Ayers and Mason (1969) investigated the effect of Science: A

Process Approach on reading readiness of kindergarten children. This

study contrasted the effect ,of Science: A Process Approach and the,

regular kindergarten program on reading readiness as measured by the

Metropolitan Readiness.Test. The analysis of mean gain scores indicated .

that the sciénce'treatmeﬁt group made significant gains on five subtests -~
(listening, matching, alphabet, numbers, and copying)- and the total

Metropolitan Readiness Test. Comparisons of rean gain scores between

treatment groups indicated significant differenccs on four subtests

~

(word meaning, listening, numbess, and copying) and the total Metropolitan

Readiness Test. Only the word meaning subtest favored the control group

with the others favoring the Science: A Process Approach group, The

'

authors suggested that scicnce activities contained in Scicnce: A

Process Approach appeared to promote reading readiness as meastred by

the Metropolitan Readiness Test.. ' ‘ E

EXPERIMENT

Thu nuil hypotheses tested in this study were: there will be
no treatment, sex, and attendance time main cffects, interaction effccts,
and differences between pretest énd posttest means on any of the rcading
recadiness measures. The debendent variable, reading readinéss skills,

was measurcd by the Metropolitan Readiness Test, the Clymer-Barrett
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‘Prereadin: Battery, and their respective subtests, The independent

variables of treatment, sex, and attendance time were expressed as

dichotomous categorices,

Fitty-one students {rom a morning and afternoon kindergarten class
of a Victorday British Columbia, Canada, public school were raudomly
assigied to four treatment groups. A morning and afternoon treatment
sroup was randomly assigned an instruction program with the reraiuing
two treatment groups being assigned the other instructional pregram,

the two reading readiness measures were administered to the sanple on a

-

pre- and.posttest schedule. Randomly selected testing subgroups were

used in these administrations., The testing subproups were selected
t
JQUr0ss tredatments in an attempt to mnimize any possible bias introduced
® .

by variation in the administration of the reading rcadiness measurtes.

i .

[he treatment consisted of the 1iavestigator teaching the two instructional

programs to the assigned treatment groups ftor ten weels, Each treatment
. -
1 990

hd - . > 3 :
vroup recelved 22 half-hour periods of instructions The instructfonal

crourams used ware Scicnce:s A Process Apbroach (Part A) and The First

Ccalkiny Alphabet,

- v ' ~

Science: A Process Approach, Part A (Xerox Corporation, 1967)

wal the cud product of. the American Association for the Advancoement of
Science's federally funded effort at curriculum drvelopment, The

o
plograt represented vears of development and evaluation of several
touovations in the areas of objectives, materials, and instructional

strateny tor kindergarten scicace. It consisted of 22 structured units,

arranged in sequential hicrarchy, with each unit containing several
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instructional activities directed at the attainment of the specific
id

behavioral objectives of that unit. The objectives of the program

dedlt with basic scientific processes and content. The scientiiic

process objectives ware observing, using space/time relationships,

using numbers, measuring, and classifving. The scicatific content
resulted from the specific learning activities undertaken to accomplish

the process objectives.

L °
. The instructional materials provided by the program varied

depending on the unit and/or the activity within a given unit. Most

-

of the materials uscd were designed to maximize the concrete experdience

of the student with the phenomena under investigation. °

.

The instructional strategies recommended in the teacher-text were
demonstration-discussion and, laboratery-discussion. E%fh strategy

stressed the personal involvement of the student with the phenomena

in such a way as to prowide the stimulus for the inquiry. 'The discussiun

phase of the instructional strategies wutilized guiding questions
4 -

designed to direct tune inquiry process rathcr than to elicit factual

responses from the student.

The First Talking Alphabet (Scott Foresman and Company, 1967)
was designed to instruct prercaders %p the specific readiness skills

of the phoneme-grapheme relationship. The association of initial or :

final consonant sounds to the letter(s) symbol of that sound can be

taught, retaught, or rcviewed using the materials and instructional

strategy. This program provided materials designed to involve the

student's aural, oral, visual, and kineSthetie perception in the

ERIC
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learning activities. The instructional involvement centered around

phonograph records, picture cards, and individual worksheets. The 42 .

lessons of this program were focussed around 21 records. Zach side ’

of the record provided the verbal presentation for one lesson. Sets of «

picture cards consisting of an artist's depiction of wor&é referred to -

in the recordings were used in conjunction with the verbal presentation._

In the lower right-hand corner of each picture card were raised,

floékeé’cépital and small symbols of the letter making the sound under ~

consideration. ’ . ]
The First Talking Alphabet used recorded, programmed instruction in

combination with conventional drill. The first 36 less.us of the pregram

required that no specific sequence be followed. The remaining 6 legsons

followed the instructions of the first 36, but no specific sequence was

required.

The development of ecach lesson incorporated the playing of a

>

recorded presentation[in which the student was directed to respond to
various stimuli. The required responsé was in the form of pointing to

a spécific picture némed, vcgbally‘ereating a word, answering a

question, or tracing a letter. The use of worksheets was intended to
provide an opportunity for the student to arply the newly-learned phoneme-
grapheme relationship. The -teacher provided guidance to the student when -

K
he encountered some difficulty which prevented his progress.

. Upon completion of the treatment and posttesting, the reading P
readiness tests were scored. The' posttest data were then analyzed

by a three-way analysis of variance, using treatment, sex, and attendance
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time as the nmain dimensions. The pretest-posttest mean gain scores for
‘ each treatment, sex, and attendaace time group were analyzed by a

. correlated t-test techniqgore.

FINDINGS
4
The threce-way analysis of vaviance on the posttest data yielded
significant (p < 0.05)difference between attendance times on the Clymer-
2 - ~ . a
Barrett discrimination of beginning sounds subtest, treatment-by- 4 - -
o -
attendance time interaction on the Metropolitan matching subtest, and

treatment-by-sex-by-attendance time intqrac}ion on the Metropolitan

cdpying subtest.

L4 »

" The t-test analysis of gains between pretest and posttest means
~yielded 51 significant (p < 0.05) findings and an additional 13 at
(p < 0.10) significance. Aﬂsummdry of the t-test analysis of mean*

. 3

gains may be found in Table 1. @

- -

CONCLUSIONS AND RECOMMENDATLIONS

Within the confines of the limitations and design of this study,
the findings appear to suéport severii‘eonclu;iogs related to the ,
acquisition of reading readincess skills by kindergarten students., It
appeared that (1) both programs produced similar types of achievement,
(2) both’'sexes benefited from instruction in kindergarten, and 13) neither

program had specific differential effect for a given sex group.

Additional studies are nccessary to compare these specific

instructional progruams against an informal approach, which would

) -211-
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‘ allow the achievement gafﬁs and variances to be partitioned more
. completely. Comparative studics between informal and a variety of :
formal content programs are necded. Replication of this study to

determine the effect of teaci 2r sex and socioeconomic status of the

@
‘/‘ it
students would be informative. *
-
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classroom situation delegcates the reading experience to an out-of-classroom

- [l

SCIENCE CONTENT READABILITY AS DETERMINED BY CLOZE PROCEDURE J

Donald R. Daugs v

_ University of Victoria

Classroom exposure to Dr. Ned Markshecllef at Oregon State

Univer-ity convinces one that every reading teacher should be a subject matter
1]

teacher-nndvthat every subject matter teacher should be a1 reading teacher. Time
JELoUS, outstgnding teachers disappear and new ones take their place. Oﬁe thing
is certain at a m?etiné such as this, we will all agree that students of all
ages have difficulties reading in the content areas. Informal reading .
inventories (Daugs 1968) dndicate that over 507 of ;students using scven cyrrent
junior and senior high science textbooks were unable to read at the instructionai
Tovel. 7 ’ -

if science teachers are going to require their students to read, then

i <4

thcy must not forget that they are also reading ceachers. The typical science

expericence. If the student who reads at the frustration level does attempt to

fulfill science assignments, he can receive only small benefits from reading alone,

A possible\solution to this dilerma might be tn piuvide textbook
i
materials at the instructional reading level of the individual student. Initial
impressions of this problem prompted an investigation of use of multi-icvel

materials in scicnce.- In three related studies by Fryback (1965), Daugs (1970)

and Daugs (1973) using SRA science materials written at five levels of difficulty,
no significant differances in student performance were found when one or more

than one level of matqrials was used. ' Initial impressions were that improper

placement at difficulty level had confounded the expected results. Careful use of ¢

informal reading inventories for placerent at difficulty level seemed the best
LN .
means~ of satkisfying this requirement, Classrooms using five levels of materials

performed significautly poorer when classrooms were equated statistically by using

a teacher rating a» a co-variate. It was cencluded that most teachers were not

‘ i -':l‘
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difficulty.

able to cope effectively with more than one level of materials.

Robinson (1964) attributed much of the difficulty in reading high
school biology texts to the impact of new science vocabulary. He found that
the 1963 edition of BSCS Blue Version Biology introduced scientific térm; at
the rate éf 4 per 100 words or approximately 7,000 scientific words in the
antire textbook. Our tradiiional approach to detérmining~readab*’ﬂty of ten
fails to analyze the real contribution of science terms to overall reading
digkiculty. For example, the term "DNA" as part of a sentence would not
contribute greatly to the difficulty of a sentence as analyzed by most
readability formulas. Unfortunately most formulas do not take into consideration
the Eoncept difficulty of such terms.

n

Bormuth (1967a) advocates the use of the cloze procedure as a means
; A
of determining }eadability in subject matter areas with specialized vocabulary.
Cloze procedure refers to omitting every nth word from the text material and

substituting a blank of a set length. Students are required to supply the

exact word used by the author. By using various forms of a cloze test all

.words from a textbook sampie may be covered. In the stucd)y discussed in this

paper the formula for omitting words for each form was every nth word, every

nth + 5 word, every nth + 10 word, etc. where n was the first, second,

_ +*hird, fourth and fifth word in the passige. The clozc procedure also provides

a means of analyzing which words, phrases or sentences produce the greatest
T

s

To investigate the possible application of cloze procedure to

determine science content readability, passages totaling 713 words were selected

from the first half of Biological Science, Molecules to Man, 1963 edition.

Passages *from this high school biology text were selected by randomly choosing
®

~
'
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five page numbers and £hen extracting a paragraph on or near a randomly
selected page with content that could stand alone as a reading unit. The
mean readability of these passages as determined by the Flesch (1948)
formula was 1lth to 12th grade.

Five forms of cloze tests werg¢ developed by deleting successive
words as described avove. These tests were administered to 285 tenth
grade biology students 1n tyelve classrooms. Students within classrooms
wugc randomly assigned to ¢ne of the five forms. All students were also

[y

given the Davis Reading Test, Form 2A, series 2, as a measure of general
reading ability. )

KR-20 reliability on the five forms of the cloze test rangecd
from 0.953 to 0.978. When data from all f1ve forms were compined, mean
difficulty was 43.9%. Bormuth (1967b) reported in two studies that a
cloze score of 44% correspoads to a traditional comprchension score of 75%.
Coleman and Miller (1967) de}ermined that a passage difficulty of close to
141 resulted infgreatest gain in student retention of information. Daugs
XLO%O) found that the 44% level on post test scor:§ corresponded to yrade
level performance for fifteen classrooms of sixtt grade science students.
un the basis of these studies, comprehcnsion at gr-ade level seems to be
r-.flected 1n the 44% cloze score.

7.1e mean scaled score on the Level of Comprehension subtest of
the Davis Reading Test was 72. Extrapolating from data provided by Davis
and bDavis (132), the grade level norm for subjects would be grade 12.
This coriesponds with the reada;ility level of the text under study as

Ast~rmind by the Flesch formula, but does not conform with the concept that

4 cloze score of 444 indicates grade level comprchension. If the text

-218-
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readability and student comprehension ability were in agreement, these gr@de
ten students would have had approximate scores of s+.% on the cloze test, a
scaled score of about 66.5, and the tex; would have yielded a Flesch scora
of 10th grade level.

Informal readinqrinventories and the cloze scores indicated that
the standardized tests and the readability formulas scored the students too
high. ' A

In an attempt to determine the ;ontribution of science vocabulary
to passage difficulty all words were categorized as either science or non-
science words. Words were identified as "scientific" if they were clearly
recognizible as scientific terms, é.g. hypothesis, or if they in the judyement
of the writer, were being given scienti{ic meaning, e.g., the word "competition"
. i 2
in the phrase "in competiti s with similar organisms."

Thirty-eight percent of the 713 words ip the passége were
categorized asiscience words. For items with a difficulty of 0.30 or less,
i.e. the most difficult items, the percentage of science words was also 38%.
ﬁnbinson (1964) implied that the rate at which new words ~re .ntroduced was
a major factor in reading difficulty. It was assumed by this writer that the
science words with an item difficulty of 0.30 were new words. It was hypothesized
that if these most difficult science words were new vocabulary, then word
recognition tests for lists of these difficult words would produce lower scores
than word recognition tests made up from lists of easier science words.

Accordingly three lists of eight science words were randomly selected from the

words with item difficulties of >0.80, 0.45-0.55 and <0.20 respectively.

-219-
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These words were flashed in a "tachistoscopic manner" to 15
randomly selected_subjects tq determine differences in woxd recognition.‘
These 15 students were a subset of the total experimental group. Theiﬁb:d
list was typed out in a triple spaced column. In administering the testi
words were covered with two file cards. A "flash" consisted 5f separating’
the cards to expose the word fo; about one second. It was assumed that if
the student could not prbnounce the word in flash he could not get the

meaning of the word. Data from these sight vocabulary tests were not

, subjected to statistical analysis. Only three students missed any words at

the Tiash. They pronounced all word= ccrrectly in untimed exposure. It was
Lhcrefde“éanciudeé that difficulty of science words was not dependent
on word recognition.
The 15 students were then asked to orally define words from the
three lists of words used for the word recognition tests. This researcher
could not perceive any differences in ability to define the words at the
three levels of difficultv used in these lists. It was concluded that
impact of'sc1ence vocabulafy was not a major con£ributor to sentence difficulty.
A multiple stepwise regression analysis was conducted on passages,
using total number of words per sentence, numper of science words, words with
item difficulties <0.20, number of deep structure sentences within each
senteéce, number of infinitives and passive constructione, -~ predictors of
mean sentence difficulty. It was found that only total number of words was
significant at the 0.01 level. This factor accounted for 60% of the variability.
The three variables involving item difficulties of <0.20 were not
significant contributors to mean sentence difficulty. -1his is worthy of

note because calculation of mean sentence difficulty is already dependent on

these values. 1Insignificant cecntribution in the regression analysis

ERIC L0 B
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indicates that these difficult words do not fully expiain seq;énce difficulty.

" These findings further substantiate the statements avout difficult science words.

Workingy with Fred baugs, Consultant on Transformational Grammar,

at Carl Sandburg Junior High School, Golden Valley, Minnesota, two paragraphs
of the cloze test were subjected to transformatiornal grammar analysis. The
total report of this analysis will appear under the title "Readability of
high School Biology Materials" by Donald R. Daugs and Fred Daugs, in

o

Science Education.

Application of the transformation grammar 'system has the capacity

to show what we understand the sentence to mean. This is called deep structure.

Surface structure is what we see ox hear. It must be kept in mind that the

analysis that follows is as the researcher$ understand the structure.
As an example of the results of this analysis, data frcm one
sentence 1is presented below. Item difficulties appear above each word,

followed by the deep structure sentences which depicts the author's intended

meaning.
.21 .33 .8 .23 .18 .60 <25 .18 .87
Information about the physical structure and chemical nature of
.16 .17 .72 .74 .63 .67 .03 .78 .18 “51 .60 .47

DN2 helped Watson and Crick to devise a molecular model of DNA.

Deep structure sentences

(1) Information helped watson.

(2) Information helped Crick.

(3) some information was about the structure of DNA.
(4) The'structure was physical.

(5) sSome i1nformation was about the nature of DHNA.
(6) The nature was chemical.

(7) watson devised a model.
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(8) Crick devised a model.
(9) The model was DNA.
(10) The model was molecular.

The word information has an item difficulty of .21. This word is

a noun that pairs with the verb helped. The distance from .noun phrase to

7

verb phrase increases difficulty. Also there are four gentences in the deep

~.
~

structure between the words information and he;ped“th?t eventually produce.

AN

. the surface structure. -

The similar degree of difficulty with the words physical structure

and chemical nature suggests that the deep structure are not understood.

A

. Pairing of the abstract words, cstructure and nature with physical and chemical
does uot clarify the meaning.

One would expect the difficulty of the word DNA to remain at the

same degree of difficulty. Nature of DNA does not seems to be as clear as
model of DNA.

Placement of helped next to the difficult item DNA may cause the
reader to’in:orrebtlv‘pair helped with gﬁﬁ_rather than information. This

would lose the idea that information helped and that the information was about

DNA. This possibility may account for tiie difficulty of the word helped.
Pairing of to with devise in the surface structure infers that

the deep structure Watson and Crick devised a model is not understood.

Curthermore, the tense form is lost in the surface structure and the time

element is not clear in to devise. .

Analysis of this one sentence illustrates how an author's style

contributes to sentence difficulty. An application of transformational

ERIC
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grammar analysis to readability data obtained by the cloze procedure has
merit as a means of detemmining which factors within a sentence contribute

to its overall difficulty. The style of the writer appears to be the most

.

critical factor in determining. the reading difficulty level in these materials.

On the basis.of findings of this study the passages for the cloaze

test are being rewritten and a new test will then be administered to a
A

similar population of students. This researcher feels that the authors of

¢

textbooks could well pfofit from input from the reading experts and linguists,
No doubt there will always be reading problems, but closer work between the

science author and experts in other disciplines should help a.leviate the

student's reading problems.

Q -223-
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AN ANALYSIS OF THE READABILITY OF IN/ERMEDIATE LEVEL
SOCIAL STUDILS TEXTBOOKS

Clifford D. Pennock

University of British Columbia .

"Despite the pressure from tecachers for blmpler instructicnal
materlals, textbooks in the content fields contlnue to be difficult
y readlng matter for the majority of children for ‘which they are intended",
- wrote Harris (1972), descr1b1ng content texts in the Unlted States.
In Canada, Covell (1965) ;epoqﬁed the results of several studie;
of the readability of social studies texts‘authorized for use in the
intermediate grades in Br1t15h Columﬁla ¢ The grade five textbook

Southern Lands (19613, for eAample was 1eported ‘'to have a mean d;fflculty

of 7.3/and a range of recadability of 5.8 to 13.3.-

’

. ; It would appcar that some of the older social studieﬁ texts in
use i the intermediate grades prescnted excessive difficulty to many
child ép who were reading in what might be termed the normal range - those
studepts reading at gradc level plus or minus pﬂ?f’ Eitreme frustration
could be anticipated in using these materials(ﬁith children reading
considerably“below grade level. Even that remaining third of students
read ng one or more grade levels above grade placement might be exﬁccted
to have difficulties with many passages encountered, when we take into
accqune that. there were many sections in the materials well beyond grade
levél in difficulty, with passages at the grade nine, ten, eleven, twelve

and even college levels.

. One might expect that books presently befng adopted for new
curricula might be more appropriate in difficulty level for the children
who will be asked to read them, under the assumptions that such books
are to be part of a communication. process in the social studies, thut
studcnts are to acquire and use various data derived trom the texts and
other sources both independently and under teacher diréction, and that

both concept knowledge and process skills will grow thereby.




e 1 B

The advent of Mguick" rcudublliryfprncoduru% such as Fry's (1969)
- J&l&b@lkbfﬁlgﬂlﬂﬂ_hds perhaps stimulated a nunber of studioqtln which the
readability of ruLan social studies teats has been analyzed. o Johnson
and Vardian (1973) used the readability procedurces of Spache: (1913), Flesch :
LlOJ?)l vale and ¢hali (Lﬂn&f and ey 1909), to asyess the readability
of t1ve series of social studies toats recently buhlishcd in the United

States., Most books were tfound to contain passages one or more- years

above grade level in ditfiealty with the readability range within individual

tvxtE from two years to teclve years. lhe conclusion was reached that :
; only some of the books were casy ecnough for average rceaders.  Most books ‘

require rodders to be above average. Yone of the books would be

appropriate for the slow or low-achieving child. ' i,,_ A

‘ [n a recent study of social “studies texts aufhorized for use .
in British Columbra sccondary schools, Slade and Wilson (1973), uahing .
. . < ' oL,
\ wae ot try's (1909) Readability Graph, reported areat variapility within c

-

Gid iy idual teats and across tonts at o Ll\cn‘y:Adc Level. AU the grade
cight level, ror 0\umplc,’mvdn ruaddw}lxty For individugl texts varied .
* from high six to college level. The authors concluded that the A 1ssue
(vhote class sots) teats "were probuably unsarted to $he majerity of
stuadents for whom the toats arce 1ntcﬁdod”. The unfortunate learning .
situdation of the slowe? student using suchover Iy didfrcult materral was
RU RNV} yo;nici uﬂfg "One can oﬁl) ghcs« 4t the XCFI‘ngs toward geography
ob a stadentawith éthJpﬁ srdade san oor grade sevel ruddihg competencices

Il

wWilo 13 trying to read throuch collese tevel mdaterials'™,

AL but one of these tents sampled Ras mean readability levels

hicher than the designated grade placenent., '

Kl

aongd the Boassucs teats (issued an smaller numbers tor small
sroup and dvidual uéo}, at least 500 of the boois sumpicd at cach .
arade level had average Lixuhgnjjty in line with the grade for which the
books woere prescribed. Somethin@ very puzzling to this writer appeared

at the wrade ten level, however - two books of the Ginn Samplv Studices

sceries - bron Mining i Quebec, Labrador (1968) and Wheat lTarviing Near

. - - -T
> N . i i M M . ~ M N -
I Ko I0esg id readabr vty samples reported well below the grade ten

» Lovel, Authorizing these hooks at the ten level scemed at first glance

. . . . - ¢
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an cxcellent plan.  The rcadability of many samples was lower thfn tne
ten level.  Comprechension would be no problem tor the avgrage and many
of the below average rcaders, for whom almost all of the A tevel books
would present extreme difficulty. What amazed the writer, however, was
the recollection that this serics and these books hud been.authorized
for use in grade f ve!

Since the mecan readability of these books as reported by
Slade ggd Wilson (1973) was two and threcec years in excess of the grade

- . \ PR - sqs
rive placement of the books, the questions arose: How would the readability

of the other Ginn Sampie Scrics texts relate to intermediatc grade
placement?  How woul& the readability of other social studies texts
relate to their use at the intermediate level placement?

Discussion with teachers attending the Fourth Annual Reading ‘
Conference at the University of British Columbia in April, 1973 brought
forth the opiniens theot tegchch‘had been aware that many content books,
and particuiarly the newer ones in sodial studies in the intermediate
grades, were too difficult for all but the extremely gifted re&ders‘in

¢
'

any classroom.
Teachers were intercsted in finding out how they could
ascertain the difficulty of books and passages within books. For these

rcasons, the writer, together with developmental reading course students,

both preservice in the winter months and experienced teachers (in summer

session) have examined the Jifficulty of content area reading texts,

particularly thosc in social studies. A
n
/

Fry's (1969) Readability Graph was applied to all of the .

socral studies texts (¢ :pt tne atlas) prescribed for use in British
Columbia sihools for 1972-1973. Some resﬁlt§?nf this.Analy51s are

shown 1n Table 1. It will be noted that sampling was extensive at

ciach level; no fewer than six samples were taken from any onc text and
in most cases a considerably larger number than this was used. Looking
across the chart at cach level, it will be observed that there was a very
large spread of difficulty within texts. .At the grgde four and five

- '
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levels, for example, some texts had as many as eleven levels of difficusty,
with passages ranging from the 4 to 13 level. Looking down the columas,
and particularly the column titled "Mean", it will be noted that the
difficulty of texts does not differ greatly trom grade to grade - the

books assigncd/to grades four, five, und six, would appear as difficult

as those prescribed for grade seven. If the average diff;uulty of bouks
at theseé levels is two to four grades above placement, the conc1u51on

might be made that a number of these texts is probably too difficult

for many students in grades four through six. This conclusion is strongly
supported by the data summarized in Table 2 - Summary of Sample Variability.
Two questions can be asked: 1) What does the data tell us about how many
children &ight read *hese books with profit?  2) What are we told

concerning how many children would have extreme difficulty with these books?

Consider, for cxample, students half-way through their school
year (Expectency data is taken from Harris (1972) page 94). Looking at
the children first who are having slight to serious difficulty in lcarning
to read, one might expect 30%-35% of theéqtudonts in grade four to be
reaaing below the grade four level; 30%-35% of the grade five stu@ents

.~ to be reading below the grade five level, etc. What percentage of the
text material is suited to them?  Among the gradc four texts, only one

. of the 126 samples was easier than the four level - thére is almost .

nothing for below average grade foufechildren. At the grade five level
texts, only 3% of the 219 samples were below five level in difficulty or
suitable for below average érade five children. There are more easier
passages for grade seven students as can be scen - approximately 22% of
the grade seven samples are below grade seven level in difficulty.
Looking down the columns under 0-4, 5, 6, one can observe the reason.

As noted previously, thc books for grades four through seven are at

about the same level of difficulty. Stower grade seven students, will,

therefore, find more passages suited to their reading needs.

If one looks across Table 2 to the diagonal scored in double
lines, we include 30%-35% of' our students, those grade four students,
for example, who read at grade level, slightly above or slightly below -

grade four students, for cxample, who read between 4.0 and"5,0. How
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a

many samples are at or below their level? As can be seen, only 2%.  hor
grade five and g.ade six students, the situation is not much better. At
the grade seven level, however, the picture 1s much brighter, with 54% of
the samples of readability at the 7 level or lower. 1f we look at
slightly above averagc readers we can think of some 20% of our students
who read approximately a grade above level - grade four students for
example, reading within the five range. Only 3% of the grade four
samples ére at this level or casier with 97% of the grade four samrles
above the five level. One can conclude that most of the gréde four
material is too difficult even for above average readers in grade four,

and suited only to that 10% or so of gifted readers in the grade.

Looking at individual books, only for grade seven is therc a
sufficient spread of readability between books.  Seven of these texts,
for cxample, have mean readabilities slightly bélow seven with samples
within books running from3-7. Most of these books are too difficult for
severely retarded readers but they are appropriate for students reading a
grade or so below seven. The average range reader in grade seven is
also quite well-provided for by these books and by ten books at the seven
level, although samples within books run 5-11 and parts of the books
present difficulties. The latter books are appropriate for above-average

readers, as are six books at the eight level. Three books at the 9-140

level, as well as many portions of the previous texts provide sufficient

challenge for the gifted.

The grade seven books provide a considerably better spread
than do the other levcis. A remaining need for grade seven would be
some high interest books where difficulty levels are kept at the five

level or below.

At the grade four level, one gets the impression the books
were designed for junior secondary students. Four of the scven books
have readabilities of 8 or more; none are below six.  For grade five,
no books have a mean recadability below six; fourteen of the twenty-three
are at the eight level or above; most books have their easiest samples

at the six level, with ranges typically running 6-10 and 6-11.
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Crade six toxts run from =“_10 level in omean readability with
ranges such as ¢-10 and 7-11 within boohs. Grades four tu »ix books
would scem appropriate caly for gitted readers. geveral books in cach
grade mi;ht he used with above AV D gaeredd s, All of the books ut
the grade four to six level present too nudny difticultics for average
readers, and unsurmountable frustration for below averase readers. At
the grade four to «ix level, books must be found tor the 90% of students

in cach class who arc not gifted.

A listinyg of the texts, their average rcadabilities and ranges
of difficulty 1s provided in the Appendix to this article. .

[he question ariscs - llow accurately is the analysis presented?
Does 1t overestimate the difficulty these teats present to intermediate
level students?  The answer 1s 4l uncyuivocal No. Lf anything, thesce

.

esLlates dre conscrvative. Fry's formula was applicd according to

his

4r11c1c5 i the Journdl ot ngﬂjgg_tlﬂbﬁ) and his teat (197.2). Proper
nouns were not tahken into account.  This scemed to !Bﬂgfcﬁtimgﬁg_thc
roeal ditfficuity of non-fiction naterial, particu{urly‘SOCLul studics
tonts whore proper nouns would seem to present constderable difficulty.
Consider the following passage from page v of the grade four text, The
Se Lgneury ot loniyggil_(Smlth: 1071):

one ot the first familices to settle was Jaques Viaug his
vite, Marie Madeleines and therr three children, Bertrand,
“aric, and Michel. On March 12, 10675, M. Viau, who was
tormerly a soldier with the Regiment de Carignan-Salieres,
amscmbled at the manor with ten other tarmers to obtain his
contract".

hy no stretch of the imaeination can onc assume that such
proper aouns found 1n Jontent arca materials do not increase the ditficulty
of the material; they are not sight words as might be bick or Jane or
Juanet in the basal readers. Onc only begs the question by the asscrtion
that perhaps such words should be taught as sight words with the sclection.
Other words in the colection need also to be taught, - contract, obtain,

settle, cte., but are included in estimating difficulty.




A rccent personal communication from Professor Fry (1973)
indicates that proper nouns arc now included in thc.revised directions
for his formula. Including proper mouns in the analysis done in this
study would increase the difficulty ratings as reported in Tables 1

and 2. The ratings, if in error, arec too low.

One might ask how other formulae, the Dale-Chall (1948),
example, wodld rate the texts analyzed. A check was run, applying the
Dale-Chall formula to six of the grade four books, with estimates running
approximately onc grade lower for cach book. 1t would seem, however,

that the Dale-Chall formula underestimates the difficulty of non-fiction

material such as social studies texts for two reasons. Proper nouns are

t taken into account, which only would seem valid in fiction or n
simple descriptive material where proper nouns might be few and, in
general, familiar words known by sight. In addition, the bale-Chall
tormula was based on a critcrion of 50% comprchcnsion.  Recent research -
at the University of Illinois by Dunkeld (1970) indicates that 50%
comprehension is insufficient - maximum learning occurs when the student
can comprehend at the 60% level. Maximum information gain would tend to
peak at or slightly beyona the 60% level, as shown by Bormuth (1969).
Addltlonal support for the, conten:&onrfhafthc Dale-Chall formula underestimates
reading dlfflculty is prov1dbd by a rccent study done in Brltish Columbia
.- by Bailey and Shearman (1973), estimating the difficulty of grade eight
science materials using cloze and” e Fry (1968) Rcadability Graph. The

results indicated that both the Dale-Chall formula and the Fry (1968)

Readability Graph (before revision to include proper nouns) underestimated

the difficulty of the text.
4

N
More extensive use shojld be made of the clozc procedure to

evaluate the difficulty of social/studies texts with elementary students.

It could be expccted that the results would confirm the analysis presented

“and show them to be conservative - probably closely in line with application

of the revised Fry formula. Classvoom use of the cloze procedure has been
described in recent issues of the English Quarterly (1973) and Llementary
English (1973).




RLCOMMENDATIONS

At the grade scven level, appropriate level bouks can be

selected to meet the reading abilities of students. At the four to )
six levels the "easier" books can be used, although they are still too
difficult. Effective consistent systematic teaching of vocabulary and
concepts can ensure more comprehension, 2s can the deve'cpment of |
understanding of the specific kinds of organization patterns used in .
paragraphs and larger portions of content materials - developing what
Catterson (1971) calls the rhetoric of reading. For ma.y students,
however, these texts remain of unsurmountable difficultv. The most '
profitable teaching and the most effective learning can be accomplished
only when the instructional materials present here and there a little -

challenge, but do not continually overwhelm.

As a result of Bailey and Shearman's study (1973), the
Department of Education of Bricish Columbia has received a recommendation - .
from the B.C. English Teachers Association to the effect that 'mo new
textbooks be issued in British Columbia schools without a readability
rating that gives a clear idea of the applicability of the book in the
classroom". What is ncedcd is provision of the mean readability of
the text, as well as citation of the readability of ﬁumeroub samples
within the book, and the range, so that teachers andkothers selecting
books can be aware before thoy decide to usc a book, whether it is
suitabie or not.

Publishers trying to place books should be required to submit
such data and to revise books if they are unsuitable, or the books should
be transferred for use¢ at more appropriate lévels. For example, the Ginn

Sample Studies prescribed for use in grades 4-5 would appear to be of

appropriate recadability levels for grade 10, where they arc also
prescribed, since they run 7-9 in readability, with portions going higher.
A large percentage of the books would scem suited to average and glightly
below average readers in grade ten, but not to grade four and gradz five

children.




A subcommittee of the curriculum committece of the B.C.

Department of Education should be authorized to tdke a close look at the
readability of a book before it is accepted for prescription. Support
by the British Columgia Teachers' Federation and the British Columbia

English Teaclicrs' Association for these reforms should be solicited.

Consideriﬁg that the B.C. Department of Education is concerned
with the needs of‘children, one may be optimistic that these improve-

ments will be made.
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10.
11.
12.

13.

Appendix

SOCIAL STUDIES TEXTS PRESCRIBED
FOR USE IN BRITISH COLUMBIA

GRADE FOUR TEXTS RANKED FROM LOWEST MEAN READABILITY
TO HIGHEST MEAN READADILITY

Text Mean Range
The Changing People Jl L 6.3 4-9 )
Seafaring Warriors of the We;t - 7.2 3-10 ..
The Navigators oo 7.3 6-11
Caleb Secaman: A Loyalist 8.0 4-13
Nomads of the Shield he 8.3 5-12
Colonists at Port Royal ‘ ) 8.3 7-10
Seigneury at Longucil 8.8 | 6-13
GRADE FIVE
Mining in theShicld - Timmins 6.3 5-7
Making Steel at lamilton | 6.7 5-9 .
Canada and Her Neighbours . 7.0 3-11 ’ s
Fru1t'Farming in the Okanagan d 7.3 259
Sardine Fishing and Packing ' - 7.3 7-8

1n New Brunswick
Southern Lands ' | 7.5 , 6-10
The Voyageurs ' 7.6 . 4-11
The Fur Fort ‘/ 7.7 4-13
011 Near Edmonton . 7.8 ' 6-11
Assembling Automobiles at Oakville 8.0 4-12 '
Mixed Farming Near Carman, Manitoba 8.0 6-11
Litfe at Red River 1830-1860 8.0 . 6-10
Making Pylp and Paper at Corner Brook i 8.1 I 7-10
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14.
15,
16.
17.

18.

20.
21.
22.

23.

10.

11.

GRADE FIVE (cont.)

Tourism in Nova Scotia

This Land of QOurs

Wheat Farming Near Regina

Salmon Fishing in British Columbia

Market Garden@gg;in the Fraser Delta

. A Forest Industry in Port Alberni

Iron Mining in Quebec-Labrador

Aluminum and Power in the Saguenay

A Port City - Montreal

Power at Niagara

GRADE SIX

The Story of China

The Story of Indonesia o

The Story of Japan

Southern Lands

The Story of West Africa

Lands of Europe and.Asia

Lets Visit Russia

\

The Story of Ethiopia

Lets Visit USA

The Story of Scandinavia

S

Lands of Latin Amcricé
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10.5

6-13
8-9

7-10
6-11
8-10

6-13

5-11
6-10
6-11
6-13
6-11
5-12
6-13

7-11



. GRADE SEVEN . . ‘ o
) Mean Range
. \
. 1. In Ancient Mesopotamia ) 5.7 5-7
2. Ancient Civilizatixcms - The Stone Age ' 6.0 4.7
3.0 Mv;l%cv&; Pilgrimage 6'0. . 4-7
43,':- in Ax;clcnt Crétc‘ ‘ ’ : 6.0 . °5-7
gi. iaw“u;g History ) , .‘A- 6.3 3-7
;o. Uniwrs"al lhstor£ Vol. III, Ancient Rome 6.3 ' 5-7
. ![7. Wwhat llappened in B/C ﬂ : \.6-3 . 5-7
f 8. Mcdicval Village -t 6.6  4-8
f 9. Ancicnt Rome - . . _~ ’7.0 6-7
~ - ‘ : :
' ! 0. Middle Centuries - Gold, Silver and ‘ " 1.0 \ 6-8
i\ | A Precious Stones ) ‘ \ ~
311. \ixﬁng Hap_pcncd in Feud;:l Englanél 7.0 \ 5_;; ‘.
%12 . Medieval Town : ’ : 7.1 6-9
s - ‘
"'1’3. Medieval Monastery 7.3 . 6-9 .
:4 Ail'fdicm'l Castle ! _ 6.5 ‘ . 5.9
1‘5. lll\c Second Greatest Invention %.5 6-11
‘i 1:?)’. !:'ong Ago 1n the Old World . 7:7 \ 5-11
‘ }'7. N‘.Iudw\al F:);Jrnumcnt 7.7 >7-8
j,S :\x\cxex‘xt Grete m;d Mycenae 7 7.8 ”6-9‘
1'9. Medieval I-‘c‘ st | ) 8.0 7-9
20. ‘ihe Development of Western Civilization - 8.1 7-11
f' 21, Sumer and Babylon - . 8.2 5-12
22, Paseant of the Past \ 8.4 C 6-1l
25. Ancient Athens ’ 8.6 \(,;10
2h Jncaent Tpvpt ‘ | . 8.8 7 8-10 '7 »
\
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GRADE SEVEN (cont.)

\ Mean Range
25. The Story of Ancient Athens \\ 9.1 . 8-10
26. They Lived Like This - In Ancient Eqypt 9. " 9-10
27. The Mediterrancan - Its Lands and Peoples 10.5 7-13
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THE IMPACT OF "SESAME STREET'' ON PRIMARY PUPILS IN VANCOUVER

E. Norman Ellis

Vancouver School Board

introduction
Sesame Street is an cducational television programme produced ¢
by ghe Children's Television Workshop, New York. It is funded by:
the United States Office of Education, )
the Carnegic Corporation of New York, -
the Corporation of Public Broadcasting, and

the Ford Foundation.

The progiamme is dirccted to preschool children, particularly
the ulsadvantaged ones. It is designed to help children with formal
learning before entering school.  The programnc is ¢ntertaining and
toaded with fun. It provides many interesting tdeas and new eaperiences
for chiidren. The programme also tcaches specitfic skills, basic concepts,

imd desirable utt@tudcs.

vieLlectric Company i: o smmilar progranue designed for beginning
puptls who are learning to read. 1t awmms to develop verbal avilities, .
L.c., hnowledge of the alphabet, phonetics and word-attack skills. .

sesame Street oocurrently seen in vancouver on Channel 2 at
Ll oaam. a by, Monday throush iwaday and on Channel 9 at 9 a.m. and at

+
4 pem. cach weekday.
Ihe Licctric, Gowping, prosramme io seen on Goannel 9 oat 12.30 p.m.

cach school uay.

Ihe Audio-Visw L odepartment of the Vancouver School board makes
Video-tape reeorlings of both of these programmes. These tapes are
avaiiable to the schools on a loan basis. buring the last school ycar
there has been an increased demand for these tapes. bDuring the firs*
\huﬂh this terw, there have been twenty requests for vidco-tupc‘rccordlngs

of Sesdame Street and thirty-three of The Llcctric Company progyamnc.

O
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This increase may be attributable to the greater accessibility of equipment.

In 1972, School Trustces in Vancouver asked for a study of the

impact of these prbgrammcs on the performance of pupils at the primary level.

Outline of the Study

1.

(¥2])

The literatgfe relating to these programmes has been reviewed and
it wohld apbear that in its devclopment Sesame Street has been
well-researched. The Educational Testing Service has made two
comprehensive evaluations of Sesame Street and one of The Electric
Company programme. The findings have been generally favourable.
A questionnaire was sent during the last week of January, 1972,
to the principals of all elementary rchools in Vancouver to
determine the extent to which these .ducational television
proygrammes are being viewed in school time.
In order to determine the extent to which Sesame Street 1s
viewed at home, a questionnaire was sent in late January, 1972,
to parcnts of children enrolled in one afternoon kindergarten
class in ecach of eight representative schools.  These schools
were randomly sclected, one from each of the eight districts
of the city. In those schools having more than one afternoon
hindergarten, the sclection of the class was made on a chance
hasis, It stould be noted that only afternoon kindergartens were
considercd for the recason that these pupils would not have any
opportunity to sec Sesame Strecet in school time.
oo 0 the oxght'selccted kindergarten classes, the tecacher

» Juring the month of February 1972 cleven performance

Ltpo1ls, sclected by the writers on the basis of

.i1ded on the parent questionnaiics.  Five of
‘... n.i.ren were ones who watched Sesame Street most
froevaently at hone. lhe other five pupils viewed the programme
immfrequently or not at all.  Each téacher was given materials

and 1nstiuctions for administering the tests as well as a form
for recording purposes,

The Coordinator and Consultants in Primary Education visited the
classes, recorded their observations and reported on the reactions

of teachers.

=243~
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A research intern interviewed sclected parcents to supplement

their responses to the questionnaire.

A Review of the Literaturce

1.

Developmeny of the Programme. — Sesame Street was established
as a result ¢ a study by Joan Gaﬁ: Cooney for the Carnegie
Corporation in 1967, which showed that 97% of .\merican homes
(90% of those with low income) had TV scts and that television
was the one continuous source of knowledge about the world for
disadvantaged children.  Three years earlicr, Senjamin Bloom
had suggested that by age four at lcast one-half of a child's
éotential growth in intelligence may have cccurred. He

emphasized the critical nature of the preschocl years.

Accordingly, the original objective of the progrhmme was ''to
apply the production techniques and cntertainment values of
popular commercial television to an instructional programme
for pre-school children that emphusized the nceds of the urban

and rural disadvantaged child." (Connell and Palmer, 14-15).

The combining of efforts of TV production and educational research
specialists was a primary aim of the experiment. One hundred
advisors from a variety of fields cooperated to produce a set of
curriculum goals. The Educationai Te:uting Service was retaincd
tor the independent cvaluation of outcomes. Fro-schost ,»ot il
in 1nner-citics were tesicy. il dceeatiye -0

types of presentation was researched. Iricl progt tos
evaluatced. In November, 1969, the first rcegular snowing oi tho
programme occurred.  From that date the producers committed
themselves to the continuous evaluation and revision of the

programme.

Robert Filep, of the Institute for Educational Development in
Los Angeles, has led the movement to involve parents in the
use of Scsame Street in the home. Filep (1971). His
matcrials serve to train mothers in ways of deriving maximum

benefit from the programme. Graham, (1971).
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The process by which Scsame Street was developed has recently been
studicd in detail by Kratochvil and oihers at America lastitutes
for lcscarch, under a contract with the U.S. Oftfice of Education.

Krazocivil, (1971).

Evaluation of the Procoramme

(a)

Int2 loit Rescarch
(1) ac ETS evaluation of the effects ot the programme after its

first ycar of broadcasting was published in October, 1970.

The over-all impact of the programme was described as follows:

"Children who viewed Sesame Strcet achieved many of the stated
goals in letters, numbers, and forms, and they gained appreciably
in their skill in sorting and classifyving. Transfer of learning
was noted in some instances but basically the large gains occurred
in those arecas that were direcetly taught. There was no cvidence
of side effects ..." Ball and Bogatz, (1970).

Ages three through five all benefitted, the younger more so than
the.older. Transfer and indirect lcufning occurred more in the
older children within that age bracket. In specific knowledyce and
skills taught darectly, threce-ycar-olds who viewed regularly had
higher achievement than five-year-olds who did not view rogpularly.

No significant differences were found rclated to sex. .

Children with lower prior achicevenont saipeld wore, Pirrse vt R
higher prior achicvement gained best frow moderate ratier
total viewing; the zains added by greater-than- oderato aee.

were small.

Findings related to socio-cconomic status were similar to tho o
regarding prior achicvement. Children from homes of low socio-
coonomic status who viewed regularly surpassed high SLs children

who did not view the progrumme at all.

Among those who viewed at home (as opposed to vicwing in pre-school),

the results were very positive.  Disadvantaged home-vicwers gained
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more in some respects than children in the same*communities who

attended pre-school. Among those who viewed in pre-school, gains
were related to viewing, although the rate of gain levelled off
between moderatc and high-frequency &iewing (moderate viewing gave
best results for unit of time spent). Tcachers' opinions were

generally positive.

The results were espccially positive among Spanish-specaking children,
the one non-English group studied. Although the group was small
(N=45), this finding suggested that these programmes were of

special benefit to children for whom English is not the first language.
(2) A summary of the major findings in the ETS evaluation of the

second year of Sesame Street was published in November, 1971.

The second-year evaluation (Ball and Bogatz, 1971) supported the

basic findings of the first-year evaluaticn. in addition, the

second-ycar evaluation found that:

- Teachers perceived that those pupils who had viewed Sesume Strect
frequently during the previous year were better prepared for school
than the infrcquent viewers; and tcachers did not perceive them
to be "turned off" by conventional classroom instruction.

- The firét—year viewers who watched at home during the second year
gained in most of the new, more complex goal arcas added 1in the
second year;. thosc who were new viewcrs in the second yecar did
not achieve the morc complex goals but did gain in the original
goal areas.

- Incouragement of children's viewing by communiiy peup ..o, Was
an 1mportant factor affecting the gains among viewers.

- There were gains in favourable attitudes toward school and
toward peonle of other races among at-home viewers.

- There appeared to be no differences in the programme's impact
on black and white disadvantaged children.

- bisadvantaged children,.if they watched as frequently, fared

as well as their advantaged peers.
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- The study provided limited evidence that the programme had a
positive effect on the mental agc of its viewers, as measured
by vocabulary level.

The Periodical Report on Lducation Resecarch (157!) criticized the U

second-ycar ETS cvaluation for side-stepping the issuc of whether
advantaged children gained as nuch as disadvantaged children, thus-

leaving the gap between the two groups undim.nished.

(3) A stucy by R.B. Trout (1971) of the effects of Sesame Street
on new kindergartcn children was carried out in the suburban school
district of Park Ridge, Illinois.

The connection between the Sesame programme and the performance of
the children was only inferred, not proven, but the findings are
worth reporting. It was found that 95% of the new registcants in
kindergarten watched Sesame Strect. Intervicews with over 700 of
these children revealed that unusually high percentages of them
could: name all or nearly ail capital letters (51%) and lower case
letters (30%), priat (not copy) letters named (37%), name numerals
0 through 9 (73%), and associate quantity with numberals (74%).
There was no significant difference between sexes in cither
achievement or vicwing. Implications of the findings were that
the gap between advantaged and disadvantaged children i;lnot narrowing
as a result of thec Scsame Street programme, and that the school

programmes for the first year or more would nced change.

(4) Aoocovalet. oo “le-tiao Company (Ball and Bopatz, 1.77)

conc.inde v

- Televiston oo ‘.. classroom toul 1n helping tirst
through fourth gradot. oo to read.

- The study indicated that as a rusult of watching The Electric
Company in school during the 1971-72 inaugural broadcast year,
viewing classes made significantly grcater gains than non-vicwing
classes in ninetcen reading skills the programme was designed to
teach. The programme had a clear and significant impiact on its
primary target dvdicence -- sccond grade children who were in

the bottom half of their class as indicated by standardized
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reading test scores--indicating the programme was an cffective
instructional supplement for children who were beginning to
experience reading difficulty.

- The programme had a significant impact on third and fourth grade
classes that viewed in school, although the effect was somewhat
less than in the lower grades.

- The programme was successful in producing gains among first and

second grade classes across almost all of the nineteen curriculum

areas built into the programme and te.ted in the ETS study.  Some

positive effects on a standardized rcading test were also found.
- The programme had a similar effect on all growns who viewed in ¢

school -- Spanish background, blacks, whites, ooys, and girls. -
- The programme won a generally favorable reaction from teachers

who found it useful in teaching and reviewing certain readjng skills.

(b) Criticisms

According to O'Bryan (1971), criticism of Sesame Streect tends to come
from those who cmphasize frzedom and structure-less cxpericnces fitted to \\
the individual child -- psychologists and educators whose basic approaches
to their ficlds differ from those of the programme. He has identified
the following criticisms of Sesaﬁq Street:

- that mcchanical memory training is stressed and generalizable ‘

concept development ignored, '
- that rapid-fire, fragmented patterning of mat-r+al avoids teaching

1 .

CONCeNtrat 1on wrog L.

Lot 1 : tv, a pas<iveness which is
L . aiples,
- tnat o tr. i Lcractured,

- that feelings ot actor< 1 the proasramae are not played with
sufficient cmotion,

- that poor pareat-child relationships can result if the parent
has unreasonable expectations for the proérumme,

- that the programme's approach is too much like commercial

advertising.
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The British Broadcasting Corporaiion's director of children's programmes,

Moni<a Sims, refused to air Sesamc Street on the grounds that it "indoct.cinates'
and has "authoritarian aims". . (Newsweek, Sent, 20, 1971). As Sins soes

the programme, "Right answers are demanded and praised....OQur job is not

only to teach a set of facts but to stimulate children's activity and

enthusiasm to learn cnd do things for themselves'. Sims claims that the
programme is Characccri:cdgby midule-class attitudes and lack of reality.

The London Sunday Ti.os, Lowever, disagreed, calling the BBC's "Play School

programme ''genteei, middle-class pap compared with the viger of the American
show". It should be noted that Sesame Street is now being telecast on the
BBC network.

[ )

Dr. Herbert Sprigle (1971) criticized Sesame Street on the grounds
that "passive, effortless learning" isn't retained as well as that which

is ”pﬁysically and mentally involved". (Grade Teacher, March 1971, p.20).

Sprigle has also found, through a study of 48 children in Florida, that
disadvantaged children don't learn more from Scsame Street than from
traditional pre-schicoling. (It should be noted that no one has ever

claimed such an accomplishment for the programme).

Samuel Kliger (1970) has questioned whether Sesame Strect's'produccrs

. understand the language-lcearning process, since generalization inside the

child does not come about by imitation of butside stimuli. He feels that
‘the delightfulness of the érogramme obscures the lack of good language-

learning experiences.

Richard Ratiiff (1972) argues that Sesame Strect teaches dagreseron,
ile cites examples of programme sequences which he interprets to he o
of aggression, some obviois and some subtic; and he rcasons on tie .
of research tindings in various studies that children, particularly thosc
who are disadvantaged and have lower self-esteem, learn aggression by

imitation from viewing the programme.

(c) Supportive Opinion
As O'Bryan (1971) has pointed out, the producers sce posiiive value
in the brdgramme's emphasis on exact repetition and repetition with variation;

it is thought to gencrate participation and anticipation, as well as
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memorization. The 'fragmented" patterning of t@e prescntation.is based
on formative researca concerning attentiveness. The participation of )
the viewer is thought to occur thfough igentification with selected characters
in the programme. :umour and incongruity, which are h.oovily relied on,

are presumed €0 entertain, hold attention, mptivate; provoke curiosity

and expectation, and imbue language learning with plcasure and social

qualities. The variution uspect of rcpetition and the cmphasis on

associational enlargiment are thought to counter the criticism that

generalizable conccpt development 1is ignored. -

The, reply qf Joan Cooney,‘thercreator of Sesame Street to the reiection
of the programme by the QBCLwas: "Sims and collcagues are still caught up "
in the~old-f5§hioned permissive nursery-schoel complex. In a society
where home life is often too relaxed, serious cducators must be interested

in structured éducation." , (Newsweck, Sept. 20, 1971)

S
2

Nicholas Johnson (1971) has expressed the opinion that Scsame Strecet
is a neccded antidote to commercial TV, which he teels tcaches violence,
pill-escapism, and materialism. He “thinks Scsame Sti.ct ¢Nncourages
attitudes of friendliness, sclf-csteem, sensc of belon ing, and falrness;
teaches intellectual, manual and nutritional skills; and usecs music,
rhythm, and humour cffectively.  Johnson proposcs thut morc programmes
like Sesame be crcated for other age groups.

- Sidney P. rarland, as Conmdssioncr‘of Lducation, told a Scnate
Appropriations Commsttee that Sesame Strcet was ''the best rescarch
investment of the United States Of:oc of Jducation'.

summary of Responscs to the 0. ° core o Prancapals

A questionnaire was sent during the la.t week of January, 1972, to
the principals of all clementary schools in Vancowver to obtain information
about the naturc and cxtent of the in-school vicwing of these programmese.
Returns werce received from 67 principals (93% roturn). In addition, -
there were cleven scparate returns from primary -annexcs and onc from the

Reading Centrc.  The total number ot completed questionaaires was 79. -
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At that t:mo the Sesame Strect programme was being viewed to some

extent in 34 schools (43%).

Most of those children who viewed the prograiui., watched it only once
or twice per weck., Only five groups saw the prograimne gyery school d&y,
and five other groups viewed 1t as muny as thice or four times per week !

The totai numbder of children who viewed the programme in school was
approximagﬁly 2,000. The typical viewing group was a class, although

several schools showed the programme to two or three classes together.

1
Almost no pre-vicwing activities were done. Post-viewing activities
occurred in a few groups; the most common post-viewing activities were a

review of the programme materials and discussion.

The Electric Company programme was being viewed in eight schools, and
four of them used it irregularly. Two groups viewed the programme three

to five times per week. The typical level of viewing was Grade 3.

A total of about 300 children have seen the programme in school.  The
size of viewing groups has ranged from 14 to 90. Virtually no pre- or

post-viewing activities have been used.

Several respondents remarked that the lack of cablevision in Vancouver
schools prevented them from using the pro.r - regularly.  They had to
borrow a video-tape rccorder and video-tapo., b ool te show -overal

Electric Company programmes 1n o cluster.
At the time of the survey, only six (9%) of the schools had thelr own
video-tape recorders. llowever, approximatecly one-half of tho elementary

schools row have VIR equipment (October, 1973).

Summary of Responses to the Questionnaire to Parents

In order to obtain information about the nature and cxtent of at-home

viewing of. Sesame Street, a questionnaire was directed during January, 1972,

-




to parents of childrin cnrolled 1n one afternoon kindergarten class in

each of eicht represcntative schools. There were returns from all of
)

the schools. Of 203 questionnaires distributed,, there were 173 (85%)

completed and returned.

A Summary of the responses to these questionnaires follows:
1. Has your child watched Sesame Street? '
Response Frequency of Response ) Perccntage
D ryes' 165

o
"no" 8

}t would seem that nearly all of the kindergarten children have had

some exposure to Scsame Street.

In gc?cral, what has been your child's pattern of watching Sesame Street?
Frequency of Viewing Per Week
School Year Child's Age 0

1

1969-70 , 3 17 3 11 9 39 69
1970-71 3 6 4 10 16 28 69 40
1971-72 5 i1 5 17 22 26 66 26

Of all the returns, 73 children (42%) watched Scsame Street three to

2 4 5 No Response

five t1mc% a wedK uuring the 1969-70 school year; the first year that

the programme was on television. During the following school year
(1970-71) , many more of these children watched Sesame Strect reguiarly.
At_that time, 113 children (65%) watched the programme three to five

times a week.  Viewling frequency was reported to be similar in the

1071-72 school ‘year with 114 children (60%) watching Sesame Street

from three to J.ve times a week.  From these returns, it would appear that

the ....r t 1n viewing Sesame Strect was persisting.

Please 1ndicate whether the child watched the-programme regularly on

a colour sct or on a black-and-white set,

kind of Television Frequency fof Response . Percentage
.

v

Colour '~ 38 ° 23%
Black-and-White 125. 77%
No Response 10 -

-




Of parents vho responded to this questicn, more than three- quarucrs
of them hud  hildren who watched.the programme on a black-and- uhxte

television sect. ' . .

How many letters of. the alphabet docs your child know?

No
Number of Letters 0 1-5 6-15 16-25 26 Response
Frequency of Response 5 13 21 26 102 6
Percentage of the Total Rcspongc‘ 3% 8% . 12.5% 15.5% 61% -

According to the parcnts who answered this question, the majority of

the children (102 or 61%) knew all 26 l;tters of the alphabet. Only
five{3%) admitted that thei; children didn't know any of fhe letters

of the alphabet. ]

How many numbers does your child know?

. No
Number of Numers 1-2 3-4 5-6 7-8 9-10 Respunse
Frequgncy of Response 2 2 1 4 161 3
_PerceSbage of Total .
Response 1% 1% 1% 2% - 95% . -

It would secm that nearly all of these children (161 or 95%) knew nine
or ten numbers. Manyv parents commented that their children hnew

more than ten numbers.

Can your child read?
(If yes, plecasc list some of thc words and one of the books from which

he has been recading.)

Response  Frequency of Response  Percentage
Myttt 22 - 15%
'"no"! 150 : 875
NO response 1 -

Most of these children (150 or 87%), according to their purcntq;
could nat rcad. It would scem that of those children who could
read, many could rcad just a few specific words. Howecver, a few
parents who said that their children couldn't read offered similar
lists of words but did not regard this as rcading.  Somc phrcnt%
mentioned that their children werce able to read one or more

' o

"Dr. Seuss'" books.




. ~

7. 'How often per-week did you watch the programme with* your child?

Number of Times Per Weck 0 1 2 3 4 5 No Response
Frequency of Respense 47 31 41 24 6 i) 11
Percentage of Total Response 29% 19% 255% 15% 4% o - 2o

A majority of the parcnts who responded to this ques:ion((96 or 59%)
watched the programme with their child'one to three imes a week.

A few (19 or 12%) said they watched fouf'ﬁr*five times 2 week., A
significant proportion (47 or 29%) d%d not watch the programme at

all with their children. i u

8. How often per.wcek did you follow up the prograume through talk or
r -

other ac}ivity with your child? . 4

Number of Times Per Weck o#1 2 3 4 5 No Response
Frequency of Response 60 24 34 19 7 14 T, 15
Percentage of Total Response 38% 15% 72u 12% 4% 9% e

Nearly half of the parents who rcspondnd to this juestion (77, or 49% )
said that they followed up the programue through talk or other
activity with their childien one to three times a week. — Aiother
large group of parents (o or 38%) Jd1d not follow up the programme
(at least not cnough to record on a weekly basis). 'A smailer number
of parents (21 or 13%) followed up the programme through activities
"with their children four or five times a week.,  Sevoral parents

commepted thag the programme frequently initiated topics which tye

child wished to pursuc further in discussion with his parents.

[hree of the schools asked as an initial question, "bo you have a
television set. in home?" It 1s noteworthy that oo of the 64 parents

responded, ''Yes'

The Follow-Up by Kindcrgnften_Tcachors 3

The teacher of cach of the cight so .ccted kindergrten classes
administered during February, 1972, eleven performance tasks to ten of
her pupils, five were regular viewers of Scesame Street gnQ the other
five were reported by their parents to watch the programme quite

irregularly or not at all.

s
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teachers.

£, comparison of the scores of the two groups (i.e. high-frequency
viewers and low-frequency viewers) on the eleven performance tasks appears

in Table I.

High-frequency vicwers surpassed the low-frequency viewers on all
eleven items, and for four of these the differences were statistically
significant. Chiildren whe had viewed Sesame.Strcet regularly, in
comparison with others who had not, were superior in their knowlcdge of

letters, numerals, and shapes, as measured by these tests at that time.

The teachers of these eight classes were asked if their "wnils had
derived other benefits from the viewing of Sesame Street. They noted
various indications that high-frequency viewers had acquired a superior
understanding of their physical and social environment, including

-ness of the environment, increased interest in many things, morc love

\ais, greater understanding and consideration of others. The

features\pf the programme that children liked best were the humour, the
marionetted, and the characters, Rig Bird, Oscar the Grouch and The
Cockie Monste

\

cnts from Primary Specialists

The Coordinato;\&Qd Consultants in Primary Lducation visited the

A Summary of the

classes, recorded théir wbservations and rcported oa the recactions of

The Primary Coor. nator and the Consultants visited twenty or no: €
¢lasses viewing Sesame Strect aﬁa hdd discussions with teachers of
these classes and with teachers of classes which had watched Sesame Street
earlier in the year but had subsequertly discontinued.

s . QK\\\

Teachers whose classcs viewed Sesame Street om a regular basis were
convinced of the programme's worth, especially in phonetics.  Generally,
these teachers had first-ycar children or children with learning
disabilities. Upon talking with these tecchers, however, the consultants

found that no preparation or follow-up work was planned, .
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Most tcachers of beginners cither do not have their classes scheduled

tor this programme at all or they allow classes to watch for a few months

only. “lhe main reasons scom to be:

\N<St children have already been exposcd to Scsame Sfrcct before
entering school,
- Sesame Street is aimed at fhc three- or tour-year-old, not
the normal five- or sian-yvear-old.
- the programme does not tit into the plans the teacher has for
the class, cither tumewise or scquentially.
. - The programme, having been developed specifically for American
Inner City children, docs not satisfy the requirements of many
~ Vancouver children.

(ouments from Parents

A Research Intern interviewed the parents of twelve pupils (ciant
were high-trequency viewers, one from cach class, and the other foar
were low-frequency viewers), There was general aurcement, particularly
dmonyg the cight parcents of hrgh-trequency viewers, that the prograuie
was well-surted for pre-school children and that it did facilitate their
fcdrnlng.
,
Conclusions

Sesame Strect 1s an nnovdtive television programie exerting considerable
cducational force at the pre-school lavel, ih1s 1s not surprising when
one considers the eatensive rescarch that accompanied ‘its development. It
was tirst released in the fall of 1969 and 1t quickly received wide dcclaim.
buring the sccond scason, the programme was prescented on approximately 300

. televisaon statrons in America and the popularity of Scesame Strect continued

tu 1ncrease. Lducators were quich to recopnize the potency of 1ts

influence and to consider ways of realizing i1ts benefats.

Fhe present study (made during the third ydar of telecasting) wuggests
that Sesame Street 1s having considerable impact on kindergarten pupils
! an Vancouver, Almost cvery home has a television receiver, and approximately
two-thirds of our four-ycar-olds and five-ycar-olds watch the programe

I regularly. It is also Leing viewed to some catent in nearly onc-half of
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_the eclementary schools of the city. Regular viewers of Sesuame Street

ERIC
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appear to have gained considerable advantage over other children in their
understanding of letters, numerals, and shapes. To this cxtent, they
ar¢ better preparced for school than the infrequent vicwers among their
classmates. Furthermore, their tedchers cluim that these children have
derived other benefits: mdrc awareness of their surroundings, greater

sensitivity and consideration for others, wider interests and abilities.

The findings of this study serve in a small way to support those of
the EIS cvaluations that Sesame Strect is ceffective in imparting basic
tacts and shills to children three to five years and that those who watch
most tend to learn most. Sesame Street clearly demonstrates the effective-
ness of televiston as a medium for teaching pre-school children.  In view
of 1ts 1apact on kindergarten pupils in Vancouver, it would scem advisable
to consider not only how the cducational benetits of this programme may
be manimized, but also how the tremendous potential of the television

medium may be fully realized in our schools.

:
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